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Abstract
The number of culturally and linguistically diverse students at an urban elementary
school in a southern state has greatly increased since the 2014-2016 school years.
Corresponding low state achievement test scores have also been observed for English
language learners (ELLs). The purpose of this study was to investigate the instructional
strategies that general education teachers implement in their classrooms to support the
academic needs of ELLs and teachers perceptions of their own abilities to instruct ELLs.
The conceptual framework for this study was Bandura’s theory of self-efficacy. The case
study research design included interviews and observations with a sample of 10 general
education teachers at the school in grades 1-5 who had ELL students in their general
education classrooms. The data were transcribed, coded, and analyzed for emerging
themes which included the following; teachers’ beliefs in their abilities to support ELLs,
their educational background, their professional development (PD) and training, their
perceptions of English as a language barrier, their lack of ESL instructional resources,
and their beliefs about an appropriate education and positive classroom environment.
Based on the findings of this doctoral project study, a PD program was created to
increase teachers’ knowledge, skills and perceived competence for teaching ELLs. The
study has implications for positive social change which includes a PD program for
general education teachers to increase their knowledge, skills and confidence about
teaching ELLs that might enhance students’ learning and achievement.
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Section 1: The Problem
Introduction
English language learners (ELLs) are the fastest growing subgroup of student
population in public schools across the United States (Bautista, 2014; Coady, Harper, &
de Jong, 2016; Clark-Goff & Eslami, 2016; Díaz- Rico, 2017; Goldenberg, 2013; Ross,
2014). According to the National Assessment of Educational Progress ([NAEP] 2017), of
the 50.7 million students in today’s public schools, 5.5 million students are considered
ELL students. The NAEP (2017) reported that ELLs’ enrollment increased by 51% while
non-ELLs’ enrollment increased by only 7%. Since ELL students now make up 10% of
the United States public schools’ student population, it has recently become a challenge:
the number of ELLs surpasses the number of bilingual and English as a Second language
(ESL) teachers needed to educate this subgroup of students (NAEP, 2017). Educators
who work with ELLs need to be highly skilled in second language acquisition and core
subjects to support effectively ELL students’ academic and linguistic needs such as
listening, speaking, reading, writing, and vocabulary (Bautista, 2014; Gándara &
Santibañez, 2016; Horsford & Sampson, 2013; Li & Peters, 2016; NAEP, 2017).
In Texas, ELLs have increased in the past decade: from 570,000 (10%) in 2001 to
more than 969,135 (18%) in 2015 (MPI, 2015; NAEP, 2017; Texas Education Agency
[TEA], 2016). By 2025, it is projected that one in every six students will be classified as
an ELL student (Díaz-Rico, 2017; Li & Peters, 2016; TEA, 2016). As the number of ELL
students continues to grow in Texas, school districts struggle to find highly qualified
bilingual and ESL educators who have received training in teaching core subjects while
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teaching the English language (Coady, Harper, & de Jong, 2016; TEA, 2016). The
challenge school districts are currently facing is that more general education teachers
with limited ESL training are becoming responsible for educating ELLs to the same
standards as non-ELLs (Clark-Golf et al., 2016; Gándara et al., 2016; Goldenberg, 2013;
Ross 2014).
Multiple studies (Alegria, 2014; Téllez & Manthey, 2015; MPI, 2016) have
indicated that ELLs who are placed in regular education settings perform poorly on
standardized assessments because general education teachers often lack knowledge of
appropriate instructional strategies to support the academic and linguistic needs of ELLs.
Academic and linguistic needs such as speaking, listening, writing, reading
comprehension skills, and vocabulary are often disregarded by mainstream teachers
because they have not received training to address ELL students’ unique learning needs.
General education teachers often explain and deliver core subject lessons in a language
ELL students may not fully understand. ELL students’ lack of English skills can lead to
stress and anxiety because they do not comprehend what is being taught to them.
Additionally, teachers often provide learning activities that are not at the ELLs’ academic
or English proficiency levels, which can result in their (a) lack of motivation to
participate in class, (b) decreased attendance, and (c) willingness to learn the English
language as well as core subjects.
Data released from the NAEP (2016) demonstrated an achievement gap among
ELLs and their non-ELLs counterpart because ELLs scored 43 points below the
proficient level on the reading assessment. To be a proficient reader, a student must score
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232 out of 500 points on the NAEP reading assessment. ELL students scored below the
proficient level (189 out of 500 points) in the reading assessment, while English native
speakers scored at the proficient (level 232 out 500 points) in the reading assessment
(NAEP, 2016). The NAEP (2016) reading assessment scores mean that only 8% of ELLs
performed at the proficient reading level while 39% of non-ELLs performed at the
proficient reading level. Similarly, data from the TEA (2016), the government agency
that oversees Texas state assessments, demonstrated an achievement gap between ELL
students and non-ELLs. ELLs performed below grade level in all core subjects across all
grade levels at this urban elementary school. ELL students scored an average of 51% in
the reading assessments, while non-ELL students scored an average of 66% in the
reading assessments.
The poor performance of ELLs on standardized assessments locally and
nationally can influence school systems and society as a whole. Without mastery of
reading skills and a high school education, ELLs may struggle with unemployment and
need further support throughout later years (Horsford & Sampson, 2013; Li & Peters,
2016). If ELLs are not given the educational opportunities they need to become
successful students, they may end up labeled as special education students, when in fact,
their low academic success may be largely due to the language barrier. It is the
responsibility of school districts and educators to provide the best possible education to
all students, including ELLs. This is evidenced by cases such as Lau v. Nichols (1974)
where the [U. S.] Supreme Court ruled that school districts did not provide the academic
support needed to enable ELLs to become successful students. The Supreme Court ruled
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that school district needed to provide ELLs with the same learning opportunities as nonELLs. Additionally, the state of Texas requires all students, including ELLs, to pass the
STAAR assessments to receive a high school diploma. ELLs may not graduate if teachers
do not implement appropriate instructional strategies that support their academic and
linguistic needs. Therefore, it is important to investigate what instructional strategies are
being implemented by general education teachers to support the academic and linguistic
needs of ELLs and their perceptions of their ability to instruct ELLs.
Definition of the Local Problem
The number of culturally and linguistically diverse students at an urban
elementary school in a southern state had increased in the 2014-2016 school years (TEA,
2016). This school was located in a large urban school district in the state of Texas. The
2016 Texas Academic Performance Report (TAPR) from the TEA demonstrated an
increase in ELLs from 55% to 65% over the 2014-16 school years. The TAPR report
showed there were 510 ELLs and six ESL=certified teachers, yielding an 85:1 ratio of
students to teachers. The local problem that this doctoral project study sought to address
was that ELLs were not being supported in the general education classroom with the
appropriate instructional strategies needed to meet the academic success at the urban
elementary school. General education teachers typically receive little training to support
culturally and linguistically diverse students; thus, they lack knowledge about the
instructional strategies required to support listening, speaking, reading, writing, and
vocabulary needs of ELLs (Clark-Golf et al., 2016; Gándara et al., 2016; Goldenberg,
2013; Ross 2014).
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Every Student Succeeds Act ([ESSA], 2015) indicated that all students needed to
demonstrate academic growth yearly. General education teachers are expected to prepare
ELLs to meet standards as non-ELLs set by the state of Texas which means passing the
State of Texas Assessments of Readiness (STAAR). If general education teachers are not
given sufficient training to work with ELL students, they may be ineffective in
addressing and supporting the academic needs of ELL students which can lead to low
student achievement.
Bautista (2014) explained that general education teachers are becoming more
responsible for educating ELL students to the same standards as non-ELLs and often
they are unprepared to support the academic and linguistic needs of ELLs. General
education teachers who lack knowledge and skills in ESL pedagogy often ignore ELL
students’ speaking, listening, writing, and reading abilities, which are all important
factors in their academic and linguistic progress. General education teachers often
provide classroom assignments to ELL students above the ELL students’ comprehension
level which can cause anxiety among teachers and ELLs. Because teachers often do not
differentiate content assignments to ELL students based on their academic level or
English proficiency levels, this lack of differentiation can lead to academic struggles
which makes core subjects not comprehensible to ELLs (Echevarria et al., 2010; Bautista,
2014). Additionally, general education teachers often talk to ELLs as if they are fluent in
English, thus neglecting learning opportunities to ELLs by not speaking slowly or in a
simplified language that could enhance learning experiences (Díaz Rico, 2017). At this
urban elementary school, the TAPR demonstrated an academic deficiency among ELLs
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compared with their non-ELL counterparts since many ELLs did not meet grade level
expectations in reading by the end of the school year (TAPR, 2016). The results from the
2015- 16 reading scores showed that 66 % of non-ELL students met standards on the
reading state assessment compared to ELL students of whom only 50 % met standards on
the STAAR Assessment. Also, when the school held professional learning communities
(PLCs), general education teachers expressed that they were frustrated with their ELLs
because they seemed not to grasp concepts being taught. General education teachers often
asked bilingual teachers for guidance as to what type of instructional strategies they could
implement to support ELLs’ academic and linguistic needs (Building Administrator,
personal communication, November 17, 2017).
Data available from the school district also demonstrated that ELLs had a high
percentage of dropouts in Grades 9 – 12, 7.1%, compared to English native speakers,
which was only 3.9%. Additionally, the 2015-16 APR from the TEA showed that ELLs
had a low percentage (2.8%) in the Texas Success Initiative Assessment (TSIA). The
TSIA program was designed to help colleges and universities determine if students are
ready for college-level course work in the areas of reading, writing, and mathematics
(TEA, 2016). The school district’s report (TEA, 2016) showed that very few ELLs made
it to advanced courses in middle school and high school. Because general education
teachers lack knowledge and skills, they often do not know if ELL students do not
understand what is being taught or whether they are just pretending that they do not
understand what is happening in the classroom. This can affect the way teachers interact
with them (Gándara et al., 2016). Some of my colleagues have become frustrated because
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they know they are held accountable for the success of their ELLs: ELL students are
expected to perform as non-ELLs in the STAAR Assessments (Language Proficiency
Assessment Committee, meeting minutes, September 18, 2017). But because there is an
academic gap between ELLs and non-ELLs, it is important to investigate what
instructional strategies are implemented by general education teachers to support the
academic needs of ELL students and these teachers’ perceptions of their ability to instruct
ELLs.
Rationale
Due to the large number of ELLs attending public schools in Texas, it is
important to prepare not only bilingual and ESL educators, but also regular education
educators so that they can work with diverse students. The rationale for conducting this
doctoral project study was to investigate what instructional strategies general education
teachers implemented in the classroom to support the academic needs of ELLs and these
teachers’ perceptions of their ability to instruct ELLs. The low achievement scores in the
STAAR Assessments had prompted an investigation into the types of instructional
strategies general education teachers implemented in their classrooms to support the
academic needs of ELLs. Researchers have documented that it is important to prepare
general education teachers to work with diverse students because one in every six
students is an ELL student (; Bautista, 2014, Díaz-Rico, 2010). General education
teachers will be expected to teach core subjects, help ELLs develop the English language,
and close the achievement gap between ELLs and non-ELLs (Bautista, 2014; Russel,
2016).

8
The Every Student Success Act (2015) mandated that all students, including
ELLs, must demonstrate adequate yearly progress in core subjects as well as language
skills. School districts are responsible not only for teaching core subjects to ELLs, but
they are also responsible for addressing the language development needs. The school’s
TAPR (2016) demonstrated that ELLs in third grade scored 57% in the reading state
assessment, while English native speakers scored 67%. ELLs in fourth grade scored 42%
in reading while English native speakers scored 69%. In fifth grade ELLs scored 37%
while English native speakers scored 83%. Because general education teachers will be
responsible for educating diverse students, it is important to provide them with the
appropriate instructional strategies, knowledge and skills that will enable them to close
the achievement gap among ELLs.
Definition of Terms
Core subjects (CS): are English, reading, language arts, writing, science,
mathematics, and social studies courses (TEA, 2015).
Differentiated instruction (DI): is a teaching philosophy where the teacher learns
about students’ academic needs to accommodate the learning needs of each student based
on his or her readiness and learning style (Díaz-Rico, 2017; Tomlinson, 2000).
English language learners (ELLs): students who speak English as their second
language and are not proficient in English (Gottlieb, 2006).
Every Student Succeeds Act (ESSA): ESSA provides unique opportunities for the
Texas Education Agency (TEA) to chart a path for shifting key decisions related to
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accountability, school improvement, teacher quality, and funding back to the state and
local level (TEA, 2015).
General education: services provided to students who are proficient English
speakers without additional support (Gottlieb, 2006).
Self-efficacy: Bandura (1977) defined self-efficacy as the belief in one’s
capabilities to organize and execute the courses of action required to manage prospective
situations.
Scaffolding: is defined as specific help that enables students to engage in tasks to
develop understanding that they could not do on their own (Díaz-Rico & Weed, 2010 p
136).
Second language acquisition (SLA): a serious of predictable, developmental
stages that English language learners pass through on their way to gaining fully
proficiency (Gottlieb, 2006).
Texas Academic Performance Report (TAPR): provides information on the
performance of students in each school and district in Texas every year. According to the
Texas Education Agency “TAPR provides data on how students perform based on
ethnicity, student groups, and socioeconomic status (TEA, 2017).
Texas Education Agency (TEA): TEA is the state organization that oversees
public education in the state of Texas.
Professional development (PD): Killion and Roy (2009) defined professional
development as “A comprehensive, sustained, and intensive approach to improving
teachers’ and principals’ effectiveness in raising student achievement” (p.18).
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Significance of the Study
This doctoral project study is significant because the number of ELLs continues to
grow, not only in Texas, but also across the country (Clark-Golf et al., 2016; Gándara et
al., 2016; Goldenberg, 2013; Ross, 2014). Due to the large influx of ELLs in public
schools, they are often being educated in general education classrooms with teachers who
have received very little or no training in ESL pedagogy. By investigating what
instructional strategies general education teachers implement in their classrooms to
support the academic needs of ELLs and these teachers’ perceptions of their ability to
instruct ELLs, the results of this study could help school districts, for example, by
developing a systematic PD for general education teachers. This PD would provide
general education teachers with the appropriate instructional strategies to support ELLs’
academic needs of as well as to foster teacher’s self- efficacy to better serve ELLs and
thus help to ensure their academic success and close the achievement gap.
This project study is also significant because its findings are expected to have a
positive social change: If all teachers were prepared to implement appropriate
instructional strategies to support the academic needs of ELLs, ELLs’ academic needs
would be met. The findings of this study could also help school leaders, teachers, and
curriculum managers by informing a PD that would promote second language acquisition
and cultural awareness. If teachers feel confident in instructing ELLs, students’
achievement will increase. Killion and Roy (2009) suggested that a systematic PD is a
link between teacher’s knowledge and skills and student achievement. This study could
also help other school districts with large a number of ELLs to develop PD that will
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provide the knowledge and skills needed to make sure that teachers are well-equipped to
meet the needs of ELLs.
Research Question(s)
This qualitative doctoral study was guided by two research questions (RQs):
1. RQ1: What instructional strategies are general education teachers
implementing to support the academic needs of ELLs?
2. RQ2: What are general education teachers’ perceptions of their ability to
instruct ELLs?
Review of the Literature
The purpose of this doctoral project study was to investigate what instructional
strategies were implemented by general education teachers in regular education
classrooms and their perceptions of their ability to instruct ELLs. To understand how
general education teachers felt about their confidence in working with ELLs and the
different instructional strategies they implemented to support the academic needs of
ELLs in regular education, I conducted an extensive review of the current literature. It is
organized into three sections; (a) I discuss the conceptual framework; (b) I discuss
effective instructional strategies for ELL students; (c) I discuss general education
teachers’ attitudes towards ELLs. To accomplish this literature review, I read peerreviewed journal articles, research-based strategies, college textbooks, and other journal
articles which were identified via different databases over the 5-year period from 2013–
2018: Education Research, Eric, ProQuest, and SAGE. The following keywords used in
this review: self-efficacy, teachers’ self-efficacy, best practices for ELLs, instructional
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practices for ELLs, teacher preparation, overview of ELLs, and general education
teachers’ beliefs about of ELLs, and ELLs mainstreamed.
Conceptual Framework
The conceptual framework used for this doctoral project study was Bandura’s
theory of self-efficacy (1977). This conceptual framework suited this doctoral study
because it sought to investigate the instructional strategies general education teachers
implemented to support the academic needs of ELLs and their perceptions of their ability
to instruct ELLs. Self-efficacy plays an important role in the way an individual
approaches work and personal challenges he or she endures. Bandura (1977) suggested
that an individual’s self-efficacy determines one’s performance. If general education
teachers feel confident in their abilities to instruct ELLs, ELL students will perform better
academically which can result in higher student achievement. As general education
teachers become more successful in teaching ELLs, self-efficacy for instructing ELL
students increases as well. A person’s self-efficacy has been linked to the beliefs he or
she has about their ability to execute specific tasks (Bandura, 1977). Researchers have
noted that ELL students who are placed in general education settings perform poorly
academically than non-ELL students because teachers lack knowledge of effective
instructional strategies (Li & Peters, 2016; López et al., 2013; Sato et al., 2014). ELL
students continue to grow locally and nationally and general education teachers most
likely will educate them. Therefore, it is important to investigate how confident teachers
feel in their ability to support the academic needs of ELL students.
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Self-efficacy is a personal belief in one’s ability to perform a task. This belief can
have a positive influence on the ability to perform that task. Bandura (1977) defined selfefficacy as the belief in one’s capabilities to organize and execute the courses of action
required to manage prospective situations. Self-efficacy determines how individuals feel,
think, and motive themselves because it plays a major role in an individual’s attitude
(Bandura, 1977). An individual can control certain situations by adjusting one’s feelings,
thoughts, and motivations. If a person has the belief that he or she has the capability of
accomplishing a specific task, he or she will believe the task can be done successfully.
Additionally, individuals who have high self-efficacy are motivated to perform better as
professionals because they have a positive attitude. Having a positive mindset can
influence how one performs which can result in higher levels of engagement as
professionals by acquiring the appropriate knowledge and skills. If general education
teachers are successful in teaching ELLs, their personal beliefs in their abilities to instruct
ELLs will increase even if they fail. Because they confident in teaching ELLs, general
education teachers will look for appropriate instructional strategies to increase student
achievement among ELL students. Bandura (1977) explained that when an individual
believes in his or her ability of performing a task, individuals are more motivated to
learning the needed skills to complete a well-done job.
Everling (2013) conducted a research study about self-efficacy with 52 teachers
who worked with ELL students. Everling (2013) found that teachers did not feel
confident in their abilities to teach and to support ELL students’ academic and linguistic
needs because they had not received training in ESL pedagogy. As a result, teachers
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lacked knowledge of effective instructional strategies which resulted in teacher low selfefficacy and lack of motivation. Teachers did not feel strong about teaching ELLs
because they did not know how to address their unique academic and linguistic needs.
ELLs are a diverse subgroup of students not only in language skills, but also in academic
skills; therefore, teachers need specialized PD. Some ELLs speak very little to no English
and they often need specialized instruction to help them understand what is being taught
in regular education settings. Similarly, Yoo (2016) found that teachers who lacked
knowledge and skills in ESL pedagogy did not feel confident in working with ELLs. In
this study, general education teachers did not expect much from ELLs because they
believed they were not ready for all English classes and could not do grade level work.
Instead, these teachers provided them with easy assignments, coloring pages in which
they ignored the academic and linguistic needs of ELLs such as speaking, listening,
reading, writing, and vocabulary. Teachers who lack knowledge and skills can increase
their knowledge and skills through specialized and differentiated PD. It is important to
prepare all teachers to work with ELLs because they will feel more prepared (Bautista,
2014).
Bandura (1977) noted that (a) high self-efficacy can lead to better job
performance and that (b) people who have strong self-efficacy can quickly recover from
failures and see challenges as tasks to be mastered rather than challenges to be avoided.
People who have strong self-efficacy become more involved in their tasks because they
want to become successful citizens. These individuals can control their emotions,
thoughts, and have less stress in certain situations. If a task is perceived as feasible,
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people will most likely be able to accomplish it. Korkmaz and Unsal (2016) surveyed 350
teachers to analyze their teachers’ self-efficacy regarding their ability to teach ELLs.
Teachers whose self-efficacy was high demonstrated a more positive attitude towards
their ELL students because they wanted to ensure students were given all the
opportunities needed to succeed in school. Teachers with high levels of self-efficacy
showed they were more motivated and satisfied with their jobs. Similarly, Skaalvik and
Skaalvik (2010) found that teachers with high levels of self-efficacy increased student
achievement because they were willing to learn the skills needed to become highlyeffective teachers by attending PD.
Principles sources of self-efficacy. Bandura (1977) explained that there are four
principles sources in which people can develop or change their mindsets, motivation, and
attitudes depending upon their levels of self-efficacy. Self-efficacy can vary based on the
situation in which a person may feel competent or not. These four principles sources of
self-efficacy are mastery experiences, vicarious experiences, verbal persuasion, and
emotional states. According to Bandura (1977), mastery experiences is the most effective
way to gain a strong self-efficacy. Personal accomplishments provide the most influential
source of self-efficacy because one sees personal accomplishments as successes. When
an individual takes on a challenge and masters it, he starts believing in his ability to
accomplish other tasks as well. Vicarious experiences permit individuals believe that they
have the capability to accomplish a task when they see someone similar to them master a
particular task or challenge. They start believing that they have the ability to perform and
execute certain tasks as they see someone similar to them doing it (Bandura, 1977). If
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general education teachers receive appropriate training or observe highly-effective
teachers, they will enhance their knowledge and skills to support the academic needs of
ELLs. By observing highly-effective colleagues, they can develop strong self-efficacy
because they will change their mindsets. They will feel more confident in their ability to
instruct ELL students in their classrooms by learning instructional strategies that will
enhance students’ learning. Verbal persuasion is strengthening people’s beliefs that they
can accomplish a specific task (Bandura, 1977). General education teachers can increase
self-efficacy by having a coach who is an ESL expert or knowledgeable and provides
guidance as to what instructional strategies teachers can use to teach ELL students.
Additionally, a coach can verbally influence a teacher’s performance by motivating and
encouraging them to attend PD, to observe other highly-effective teachers, or to take
college courses to increase knowledge and skills in the ESL arena. Having positive
conversations or collaborating with colleagues about ELL students’ instructional
strategies can increase self-efficacy which can lead to student achievement. The fourth
source of self-efficacy is emotional states and this source of self-efficacy influences one’s
feelings. Teachers who have weak self-efficacy are more stressed about their profession
and have low expectations from their students. Having a negative attitude towards ELL
students can influence the way teachers prepare lessons, activities, and the way they
interact with them. It is important that general education teachers are trained to work with
culturally and linguistically diverse students, so they can develop high self-efficacy.
Teachers who have high self-efficacy tend to be more effective because they are more
open-minded and happier with their job performance. Teachers with high self-efficacy
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also have less stress because they feel more confident in their ability to teach students
(Bandura, 1977). It is important that school leaders increase general education teachers’
knowledge and skills so that way all teachers will have the appropriate knowledge and
skills to work with ELLs and ideally increase student achievement.
Teachers’ self-efficacy. Teachers’ self-efficacy is defined as the teacher’s
judgment of his or her capabilities to bring about desired outcomes of student
engagement and learning (Bruggink et al., 2016; Tschannen-Moran & Hoy, 2001).
Teacher self-efficacy can have positive outcomes in student achievement because they
believe in their ability to teach all students regardless of their academic levels or
educational background. Teachers who have strong self-efficacy can increase student
achievement because they see their students as a gift rather than a challenge (Bandura,
1977; Küçüktepe, Akbag, & Özmercan,2017). Küçüktepe et al. (2017) conducted a study
with teachers to find out whether teachers’ self-efficacy plays a major role in student
achievement or not. In this study it was found that teachers who had high self-efficacy
believed they were able to teach their students by learning the necessary knowledge and
skills. In this study teachers believed in their ability to support the academic needs of
students; as a result, student achievement increased. Subsequently, Tunkler et al., (2016)
observed that teachers with high levels of self-efficacy are willing to learn the skills they
need to perform better as professionals. Additionally, these teachers have less stress and
are more willing to learn the necessary skills to meet the academic needs of each student.
Teacher’s self-efficacy is necessary to investigate in this doctoral study because
the level of self-efficacy can positively influence the academics of ELL students.
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Bandura (1977) explained that teachers who possess a strong self-efficacy promote
student achievement more effectively because teachers are motivated and willing to learn
the necessary knowledge and skills to become effective in what they do. Türkoglu,
Cansoy, and Parlar, (2016) conducted a study that analyzed teachers’ beliefs regarding
the job satisfaction. Teachers with a high sense of self-efficacy are most likely to increase
student achievement because they believe in their teaching ability. They often feel more
prepared to work with all students by addressing each student’s needs individually.
Teachers with high self-efficacy also seem to have less stress and are less anxious about
their jobs. Similarly, Kücüktepe, Akbag, and Ozmercan (2017) reported that self-efficacy
plays an important role in a teacher’s performance because the more confident a teacher
feels about his job performance, the more students benefit. Regular education teacher’s
self-efficacy can have a great influence when working with ELLs because the way they
feel about themselves can influence the way they plan lessons and activities to teach and
support the academic needs of ELLs.
Teachers’ self-efficacy is worth investigating in this doctoral study because it can
influence how teachers feel about their teaching abilities. If teachers have a positive
belief of their ability to work with culturally and linguistically diverse students, ELL
students will improve their academic performance. According to Küçüktepe et al. (2017),
teachers who have weak self-efficacy, can negatively influence students’ achievement.
Researchers have noted that teachers who have strong self-efficacy are much more
efficient in addressing the unique learning needs of students and improving student
achievement (Bandura, 1977; Kücüktepe et al., 2017; Türkoglu et al., 2016). It is
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important that general education teachers have high self-efficacy because they are
responsible for teaching all students including ELL students. The belief an educator has
about oneself will influence the way he teaches students in the classroom.
Instructional Strategies for ELLs
The growing number of ELL students has become a challenge to public schools
because this subgroup of students continues to perform poorly academically as measured
by standardized assessments (NAEP, 2017). ELLs come to public schools with different
academic and linguistic backgrounds such as speaking, listening, reading, writing, and
vocabulary than non-ELL students; therefore, general education teachers need to have
ESL training/knowledge to implement appropriate instructional strategies to teach not
only the content, but also English language development skills. When general education
teachers lack the knowledge of effective instructional strategies to support the academic
and linguistic needs of ELLs, it may affect their ability to instruct ELLs and to close the
achievement gap (Bautista, 2014; NAEP, 2017). ELL students often know very little to
no English; therefore, teachers need to know how to increase their weak speaking,
listening, reading, and writing skills. By targeting specific weak linguistic skills, teachers
can increase ELL students’ speaking and listening abilities as well as class participation
that will lead to better students’ academic performance. Additionally, ELLs will feel
more confident in explaining their thinking and ideas because they have been given the
appropriate tools (linguistic language skills).
Díaz-Rico (2017) noted that ELL students often live in high poverty areas which
can bring additional challenges academically and emotionally to the classroom. ELL
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students who live in high poverty areas often come to school without having enough
sleep and without eating dinner and/or breakfast which may influence their motivation
about school as well as their learning process. ELL students may feel physically tired; as
a result, learning becomes a challenge for them. They may not be able to focus in school
and to complete classwork or homework assignments because they are emotional and
physical unstable. Also, ELL students are not only learning core subjects, but also the
English language which is additional work for them. As a result, they need extra support
because they often lack speaking, listening, reading, and writing skills. It is important that
general education teachers know their ELLs’ English proficiency levels to challenge each
student academically. By knowing their English proficiency levels, teachers can develop
appropriate and rigorous lesson plans and implement effective instructional strategies that
will target specific skills (speaking, listening, reading, writing, and vocabulary).
Additionally, ELLs often tend to develop low self-esteem and high anxiety because core
subjects are being taught in a language they do not fully understand. Vygotsky (1978)
noted that teachers who instruct students using scaffolding as an instructional strategy can
enable students to learn what is being taught through social interaction and the use of
language. If general education teachers scaffold ELL students, they will understand the
concept at a much deeper level. The concept will be taught in a way that the student can
understand by modifying the language according to the ELL student’s needs and by using
visual aids that will enhance comprehension skills as well.
General education teachers can help ELLs increase student achievement in regular
education classrooms by implementing a myriad of instructional strategies such as
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activating prior knowledge, building academic and social language, differentiated
instruction, scaffolding, and sheltered instruction. If teachers are trained in implementing
appropriate instructional strategies, students will become successful scholars. These
instructional strategies will help ELL students understand the concept being taught and
also when they are working independently. When these instructional strategies are
implemented effectively and consistently during core subject lessons, general education
teachers can increase ELLs student achievement. It is important that school districts
equip all teachers to work with culturally and linguistically diverse students.
Activating prior knowledge. Activating prior knowledge in ELL students can
increase students’ engagement and students’ comprehension of the lesson because
students make a connection between the lesson and their previous personal experiences
(Goldenberg, 2013; Short 2013). ELL students become engaged in the lesson because
their interests have been triggered. Additionally, ELL students’ previous personal
experiences serve as a bridge to build upon the lesson in which the ELL student develops
a better understanding in what he or she is about to learn. When ELL students are taught
meaningful lessons where they can make a personal connection; they will learn the
concept at much a deeper level. General education teachers can activate prior knowledge
by asking differentiated questions to their ELL students depending upon their English
proficiency levels. In the state of Texas there are four levels of English (beginner,
intermediate, advanced, and advanced high). By asking targeting questions, teachers can
activate prior knowledge which allows students to become active scholars by taking
control of their own learning. General education teachers can take advantage of this
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instructional strategy by providing meaningful lessons that are relevant to ELL students.
Activating students’ prior knowledge as an instructional strategy consistently in the
classroom helps ELL students to have a better understanding of the lesson (Ruiz Soto et
al, 2015). Teachers can have students share their personal experiences to build not only
background knowledge but also to develop vocabulary and oral language skills.
Building social and academic language: Cummings (1979), Chung (2012), and
Díaz-Rico (2017) noted that ELL students have two different types of languages that
allow them to survive in a school/classroom setting. It is important that ELL students
have strong oral language skills because their oral language skills will allow them to
articulate what they want, need, or feel in their educational and social settings. According
to Cummings (1979), Basic Interpersonal Communication Skills (BISCS) is the social
language that ELLs need to have in social settings that enables them to have informal
conversations with their non-ELL peers at the playground, cafeteria, and hallways. This
language (BICS) can be acquired within two years of schooling. This language is
important for ELLs because it enables them to communicate with their non-ELLs.
Additionally, BICS enables ELLs to ask for assistance when needed and to participate in
class discussions. On the other hand, there is the academic language (Cognitive
Academic Language Proficiency [CALP]) which enables the ELL student to understand
core subjects such as reading, social studies, science, and math. This language can take
from five to seven years to be acquired because CALP is the formal language that allows
the ELL students write English compositions, look for context clues and ask
comprehension questions while reading independently. CALP is the language that helps
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students understand what is being taught in a core subject lesson. CALP enables ELL
student to become successful scholars by performing specific academic tasks in their core
subjects such as reading. CALP is an important component of an ELL student’s success
because it helps ELL students grasp the vocabulary, grammar and syntax in English.
It is important that general education teachers have background knowledge in
second language acquisition because it can increase student achievement among ELLs. If
general education teachers do not have second language acquisition knowledge, they may
treat ELLs differently by not implementing appropriate instructional strategies such as
modifying classroom’s assignments or teaching them at a level that the students do not
understand. For instance, there are ELLs who speak English fluently (BICS), but they
struggle academically. They may struggle academically because they may have not
mastered their CALP which can take up to seven years depending on the ELL. If general
education teachers do not have second language background knowledge, it can negatively
influence how they prepare lessons and instruct ELLs in their classrooms.
Differentiated instruction. ELL students come to public schools with diverse
and unique academic and linguistic needs. Differentiated instruction (DI) has been
documented to be effective in closing the achievement gap between ELLs and non-ELLs
because it engages all students in active learning (Tomlinson, 2000; Taylor 2015).
Tomlinson (2000) noted that differentiated instruction is a teaching philosophy where
teachers believe that all students can learn regardless of their academic backgrounds.
Teachers collect and analyze data to meet the students where they are academically in
which they improve students’ learning. First, teachers need to know where students are
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academically to develop differentiated instructional activities to meet the unique
academic needs of each student such as the content the “what”, process the “how”, and
product the “evidence of learning” (Tomlinson, 2000). When differentiated instruction is
done effectively, students can learn the concept in different ways and at different rates
because the learning activities are designed to meet the needs of each student (Tomlinson,
2000).
Taylor (2015) noted that DI increases student achievement because students are
taught at their academic level. Teachers plan hands-on activities according to students’
learning needs in which the student is actively taking control of his or her learning. When
differentiated instruction is implemented effectively, the teacher considers the activities
the learners will use to grasp the content effectively. Similarly, Niño (2014) conducted a
research study with 15 Spanish-speaker students who were behind academically. The
results of this study suggested that DI can enhance student achievement tremendously
because the learner is taught at his or her academic level. Scholars have the opportunity
to practice skills previously taught. In DI, teachers create a rich and welcoming
classroom environment where the learner feels welcome. Students’ misbehavior
decreases because they can work at their academic level. The assignments are fit to the
students’ needs rather than the whole class which allow students to become more
interested in the learning process.
Differentiated instruction has been proven to be effective in helping struggling
students because teachers can increase students’ knowledge and skills. Tomlinson (2000)
noted that differentiated instruction is effective in closing the achievement gap because it
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provides students with multiple options for taking academic information. Through
differentiated instruction the teacher is constantly assessing students’ academic progress
to check students’ understanding and to respond and correct students’ misunderstandings.
Niño (2014) found that DI is an effective approach to increase ELLs’ student
achievement because the scholar is learning at his or her academic level where the
student is taking control of his or her learning. For instance, in DI, the content is what the
student is expected to learn or to accomplish at his academic level; therefore; the teacher
then designs activities that are challenging enough for the student. Through these
activities the student is expected to master the goal/objective. The products are the
options or choices where the student demonstrates mastery of the goal/objective through
a portfolio, open-ended questions/assessments, oral presentations, and writing samples.
The teacher analyzes, observes, and assesses the student’s current level of knowledge to
create activities that will foster their knowledge and skills to increase student
achievement.
Scaffolding. Zone of proximal development (ZPD) was first introduced by
Vygotsky in the early 1930s (Vygotsky, 1978). Vygotsky believed all children could
learn beyond their academic/cognitive level only if they were taught strategies that would
enable learners to complete tasks independently. ELL students often lack academic,
linguistic, and social language skills to actively participate in classrooms’ lessons;
therefore, they need additional instructional support/strategies to understand what is
being taught. General education teachers can help ELLs increase their content-knowledge
understanding by providing scaffolding support. Scaffolding is an approach that helps
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students understand the concept or skill(s) being taught during a lesson or activity.
During scaffolding, the teacher changes the level of support to meet the unique learning
needs of the student in a particular task. The teacher activates prior knowledge to grab the
student’s attention, so the student can become engaged. Once the student is engaged in a
task, the task can be broken down into chunks to enhance learning/comprehension. The
aim of this strategy is to help students acquire a certain skill by guiding and modeling the
steps and allowing students to process them, so students can use these strategies
independently. When teachers apply scaffolding effectively with students, they modify
and model the language for students to increase comprehension skills. In scaffolding,
teachers meet students where they are academically, and provide a variety of visuals and
strategies to make the content more comprehensible.
A study conducted by Lucero (2014) found that mainstream teachers who use
scaffolding as an instructional strategy with ELLs consistently, ELL students are more
successful in learning the content than teachers who do not implement scaffolding as an
instructional strategy. Through scaffolding teachers can provide the instructional support
ELL students need to grasp the concept (Lucero, 2014). Similarly, Holland, Palacios,
Merritt and Rimm-Kaufman (2017) found that when mainstream teachers adjust their
instruction and use scaffolding as an instructional strategy to meet the needs of the
students, students’ comprehension skills and student achievement increase. Holland et al.,
(2017) discovered that teachers who use the academic support such as differentiated
questions, repetition, elaboration, and teacher speech, ELL students perform better
academically.
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ELL students always struggle academically because the lack content knowledge
and language skills; therefore, they can benefit from scaffolding because the content is
broken down into small parts (Safa & Rozati, 2015). The content is broken down into
chunks, so teachers can guide students step by step. When the content is broken down
into small chunks, ELL students have a better understanding of what is being taught or
asked. Teachers who implement this instructional strategy are more successful in
increasing student achievement. Banse et al. (2017) conducted a study in a math class
with ELLs to examine the benefits of scaffolding. The results of this study showed that
teachers who scaffolded students effectively can enable students in grasping the concept
because a) teacher uses differentiate questions, b) allows self-talk to have a deeper
understanding, and c) content is broken down into chunks. Similarly, De Jong (2014) also
found that general education teachers who use a variety of instructional strategies such as
scaffolding with ELLs have better students’ outcomes. These students are actively
participating in classrooms’ activities because they know what to do and what is expected
from them. When teachers implement scaffolding effectively, ELL students grow
academically because teachers offer additional support to enhance learning in which
ELLs can accomplish a task independently and successfully. They provide additional
support by modifying the language, showing visuals, and providing multiple hands-on
activities. The purpose of scaffolding is to assist the learner to the point where he or she
will be able to accomplish the same assignment by himself. Ross (2014) found that
students who are placed in general education settings score below grade level because
teachers tend to treat ELLs as if they are English native speakers and often lack effective
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instructional strategies. Teachers often do not implement ESL or any strategies to support
the academic needs of ELL students; as a result, ELL students become frustrated because
they are learning in a language they do not understand.
Sheltered instruction. Sheltered instruction (SI) has been documented by
Echevarria, Vogt, and Short (2010) as one of the most effective instructional strategies to
educate ELL students. Sheltered Instruction can be implemented in ESL classrooms,
general education classrooms, or mixed (ELLs and non-ELLs) classrooms (Echevarria et
al., 2010; Stephens & Johnson., 2014). In SI, ELLs are being instructed in authentic ways
to help them develop grade level content-knowledge and to increase language
development (Echevarria et al., 2010). According to Díaz – Rico (2017), teachers who
implement SI effectively have great benefits for students because grade-level content is
accessible and more comprehensible. The purpose of SI is to develop the English
language while providing access to grade-level content knowledge.
Echeverria et al. (2010) noted that SI can increase student achievement if it is
implemented effectively. The components of SI are increasing vocabulary before and
after the lesson is taught, language is modified in a way that the ELL student can
comprehend what is being taught, the teacher uses real- life experiences as well as visual
representations, and scaffolds students to make sure that the learner understands what is
being taught throughout the lesson. Stephens et al. (2014) conducted a study to examine
the benefits of SI among ELLs in which similar benefits such as Echeverria et al. (2010)
were found. In SI, teachers can use a myriad of strategies that enable students grasp the
concept being taught because SI a) actives prior knowledge, b) language is modified, c)
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there are visual aids to assist the learner, and d) activities are meaningful to the learner.
Sheltered Instruction is a teaching approach that can enable general education teachers in
closing the achievement gap between ELLs and non-ELLs because it promotes contentknowledge while teaching the language. Similarly, Short (2013) found that SI is an
effective approach to instruct ELL students because it promotes content-knowledge and
language development.
Alegria (2014) conducted a study in a high school classroom full of ELL students
to analyze the effectiveness of SI with ELLs. In this study, the teacher provided a variety
of activities to the learners to ensure that they not only develop an interest in the lesson
but also grasp the concepts being taught in a meaningful way. In this study, ELL students
were able to activate prior knowledge through student led-activities and computer games.
The teacher used graphic organizers to ensure students understood essential vocabulary,
so students had a clear understanding of what was happening in the lesson. The teacher
provided ELL students with essential vocabulary and oral language that would allow
students understand the lesson more efficiently. Similarly, Diaz-Rico (2017) explained
that SI is an effective approach that highly-effective educators implement in the
classroom to instruct ELLs in core subjects because the content is taught strategically by
embedding content and language development. Educators need to implement different
instructional strategies to support the academic and language needs of the students. The
teacher incorporates a variety of activities such as prior knowledge, scaffolding, increases
academic vocabulary, provides hands-on activities, and provides rich and meaningful
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experiences for students to master the content and the language objectives being taught in
such a particular lesson.
Teachers’ Beliefs About ELLs
Teachers’ beliefs can have a negative or positive influence in students’
achievement depending upon previous teachers’ experiences (Díaz, Cochran & Karlin,
2016). General education teachers come to the classroom with their own beliefs about
their students which sometimes can lead to misconceptions about ELLs. Teachers of
ELLs have been traditionally White, women, and middle-class which means there is
likely a cultural mismatched because most ELLs come from low socioeconomic
backgrounds (Bruggink et al., 2016; Díaz-Rico 2017; Whitacre, Díaz, & Esquierdo,
2013). This cultural mismatched can influence how teachers perceive their students in
regular education settings because teachers may lack knowledge and skills to teach
culturally and linguistically diverse students. This can be a disadvantage for ELLs and
mainstream teachers because their culture may be different from each other. It is
important that teachers have a deep understanding of culture diversity because each
culture has its own values, costumes, and traditions (Diaz- Rico, 2017). If ELLs come
from families who lack educational and financial resources; they may not understand
what is expected from students at school. Additionally, ELLs’ parents may not speak
English which can be a barrier for teachers because they cannot communicate with them
regarding students’ education. Beliefs can be defined as personal judgments formed from
experiences (Gilakjani & Sabouri, 2017). It is important to understand and to investigate
teachers’ beliefs regarding self-efficacy and their ability to teach ELL students because
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their beliefs and self-efficacy can influence how they plan lessons, activities, and
assessments to instruct ELLs.
While there is a clear gap between ELLs and non-ELLs, not all teachers feel the
same way about teaching ELLs (Bruggink et al., 2016). A study conducted by Kolano
and King (2015) noted that a cultural mismatch between teachers and students can play a
major role in the success or failure of ELL students. Teachers who are not knowledgeable
about students’ cultures often create misconceptions about students which can lead to
false beliefs. Teachers whose beliefs about ELLs are negative will negatively influence
how they view ELL students in their classroom by giving students assignments that are
not challenging enough or below grade level because no expectations have been set for
them (Alegria, 2014; Téllez & Manthey, 2015). Similarly, Díaz, Cochran, and Karlin
(2016) found that mainstream teachers tend to exhibit a negative attitude towards ELL
students because they feel that ELLs are unwilling to work, and they should not be in
their classrooms because they are not proficient in English. Díaz et al. (2016) explained
that beliefs are one of the most influential factors in a teacher’s job performance. How
general education teachers perceive ELL students in regular education classrooms can
play a major role in students’ achievement.
Salerno and Kibler (2013) noted that teachers who work with ELLs and lack
knowledge and skills of ESL pedagogy, often have low expectations academically from
ELL students. They believe that ELLs cannot comple grade level work; as a result,
students are provided with activities that are not appropriate for them such as coloring
pages. Additionally, general education teachers are often frustrated with ELL students
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because ELLs are unable to express their thoughts and ideas because they lack linguistic
skills. Similarly, López et al. (2013) noted that general education teachers become
puzzled because ELLs may understand the content, but they cannot explain their thinking
as well as perform well on standardized exams. A study conducted by Somé-Guiébré
(2016) found that mainstream teachers often expect ESL specialists to work with ELL
students outside the classroom while they teach the content. In this study, it was found
that pulling out ELLs out of their classroom was a disservice to ELL students because
while they were receiving ESL service, they were missing academic information.
Similarly, Christoun and Wang (2018) noted that many general education teachers
demonstrated a negative attitude towards ELLs because they are not only responsible for
teaching the content but also responsible for teaching the English language. General
education teachers are often highly-skilled in teaching the content, but not necessarily
adept in working with ELLs (López et al., 2013). These teachers believed that they were
not responsible for teaching the English language to their ELLs. Through the literature
review I found that the belief of many general education teachers is that it is not their job
to teach English to ELLs. The misconception is that they are responsible for teaching
core subjects only. If ELL students are not proficient in English, general education
teachers will not be able to close the achievement gap because ELLs lack the English
language skills to have access to the academic content. If a teacher has a negative attitude
towards his or her students, her or his attitude can negatively influence ELL students’
achievement. Without the appropriate knowledge and skills, general education teachers
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will need additional support to successfully teach this subgroup of students (Clark-Goff et
al., 2016).
Many researchers (Alegria, 2014; Bautista, 2014; Francis, 2015; MPI, 2016)
noted that mainstream teachers who lack ESL pedagogy often misunderstand ELL
students. Teachers who lack cultural knowledge often believe that ELL students should
speak English only (Díaz-Rico, 2017). If teachers do not allow students to speak their
native language, they may feel inferior in the classroom (Calderon et al., 201; Díaz-Rico,
2017). By allowing students speak their native language in the classroom, it can increase
confidence in ELL students because they feel welcome and value as students. If a teacher
does not allow an ELL student to speak his or her native language, it can cause anxiety
and stress (Díaz, Cochran & Karlin, 2016; Díaz- Rico, 2017; Gilakjani & Sabouri, 2017
Kolano & King, 2015; Pettit, 2011; Salerno & Kibbler, 2013).
It is important to understand and to investigate what beliefs general education
teachers have about educating ELL students in regular education because their beliefs can
influence their self-efficacy as well as their abilities to instruct ELLs. Students in regular
education settings are supposed to be proficient in English; however, ELL students lack
the English language which can be a barrier for them to learn their academic content. A
study conducted by Bruggink et al. (2016) found that general education teachers use
academic language that is above ELL students which can cause students to become
frustrated. When students do not understand what is being taught, they lose motivation
and interest in the lesson which negatively influence student achievement. Díaz-Rico et
al. (2017) indicated that general education teachers’ attitudes can sometimes be
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misunderstood because they lack cultural knowledge. Teachers may unconsciously label
ELLs as uncaring, slow learners, and even refer them for special education services. If
teachers are not aware of cultural differences between teachers and students, they may
not be able to meet the unique learning needs of the student. It is important to learn about
the student’s culture to recognize why the student behaves or act in a certain way that
may affect the ELL students’ learning progress.
Teachers’ preparedness to educate diverse populations. Teacher preparation
can play a major role in a teacher’s performance. Teacher preparation has been linked
with teacher efficacy (Bandura, 1977). General education teachers who complete teacher
education programs that require multicultural courses often feel more prepared to teach
ELLs (Whitacre et al., 2013). It is important that teachers who work with ELL students
receive appropriate training such as content-knowledge and second language acquisition,
so they can use appropriate instructional strategies to support students’ needs. A study
conducted by Bruggink et al. (2016) found that mainstream teachers who do not receive
ESL pedagogy often do not understand ELL students’ needs. The more ESL training
teachers receive, the better understanding they have towards ELL students’ academic
needs. Similarly, Kano et al. (2015) conducted a study among 43 undergraduate general
education student teachers. Because of the influx of ELLs in public schools, these student
teachers were required to take a multicultural course. Before taking the course, these
mainstream student teachers had a negative perspective of ELL students. They had false
beliefs about ELLs and made negative assumptions because they lacked cultural
knowledge. They believed that ELL students did not care about school, were not
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motivated to learn, and were a lost cause. Given the large numbers of ELL students
attending public schools, it is important that general education teachers receive training in
the ESL arena.
ESSA (2015) mandated that teachers need to be highly-qualified. In the state of
Texas, a highly-qualified teacher is one who has a bachelor’s degree and has passed the
appropriate certification exam (TEA, 2017). Many general education teachers working
with ELLs received core subject’s certification only. Core subject’s teachers are expected
to teach core subjects such as English Language Arts, Mathematics, Social Studies, and
Science (TEA, 2016). In previous years, general education teachers were not expected to
be ESL certified because they were not expected to work with culturally and
linguistically diverse students. The number of ELL students has called for school districts
and universities to work together to enhance degree plans for future student teachers.
ELL students have steadily increased in the last decade; however, the supply of
bilingual and ESL teachers cannot keep up with its pace. Federal laws such as ESSA
(2015) required that ELLs must show academic as well as linguistic growth; therefore,
teachers need additional training and support to increase their knowledge and skills. In
previous years, universities did not include ESL courses in general education teacher
students’ degree plan. ESL courses were only required in bilingual and ESL teacher
candidates. The number of ELLs placed in general education settings has called for local
universities to change degree plans for future students; as a result; University of Houston
– Downtown changed general education teachers’ degree plan by adding ESL courses
with its ESL certification. All general education teachers will now be ESL certified. In
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previous years, students who wanted to become general education teachers did not have
to take ESL courses.
Universities across Texas are now offering multicultural courses to prepare future
teachers to work with culturally and linguistically diverse students. ESL courses will
enable general education teachers to have a better understanding of what ELLs’ academic
and linguistic needs are. Teacher candidates will come to the education field better
prepared to work with ELLs than previous candidates because they will able to address
the academic learning needs of ELLs. A teacher’s preparation program can enhance
teachers’ self-efficacy as well as their abilities to work with culturally and linguistically
diverse students by providing multicultural courses to increase their knowledge and
skills. If a teacher completes a rigorous teacher preparation program where multicultural
course are required, their confidence in teaching ELL student will increase. Teachers who
have received preparation in working with culturally and linguistically diverse students
are often more prepared students because they believe in their ability to teach English
language learners. Because Texas has become a diverse state, many school districts and
universities are working together to enhance teacher education programs.
Professional development. Killion and Roy (2008) suggested that when teachers
do not have the knowledge and skills to effectively teach students, school districts must
provide professional development (PD) to foster teachers’ knowledge and skills. Killion
and Roy (2008) defined PD as a “comprehensive, sustained, and intensive approach to
improving teachers’ and principals’ effectiveness in raising student achievement (p.18).”
General education teachers often lack instructional strategies to meet the academic needs
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of ELL students; therefore, teachers need to be proactive by attending PD that will
enhance knowledge and skills (Li & Peters, 2016; Ruiz et al., 2016; Téllez & Manthy;
2015). PD provides educators with the tools they need to help all students in the
classroom. Similarly, Yoo (2016) noted that teachers who work with diverse students
need to receive additional training in ESL strategies to support the academic needs of
ELLs.
Gándara et al. (2016) found that general education teachers have received an
average of 10 hours of ESL PD. Professional Development is an essential component of a
teacher’s growth because they can acquire the knowledge and skills needed to support all
students. Similarly, Franco-Fuenmayor et al. (2016) found that only 26% of general
education teachers had received ESL training. General education teachers who work with
ELL students need to have PD opportunities, so they can increase their knowledge and
skills. PD is a key component in addressing the language, knowledge, skills, and
dispositions in general education teachers (Fuenmayor et al., (2016); Gándara et al.,
2016). Because mainstream teachers lack knowledge and skills, school leaders can
develop PD that will foster essential skills in general education teachers. If teachers are
trained in working with ELL students, they will feel more confident in teaching them.
Teachers will believe in their ability to teach and support the academic needs of ELL
students which can lead to student achievement. Bandura (1977) noted that teachers who
believe in their ability to execute specific tasks can develop high self-efficacy; therefore,
PD will provide opportunities for general education teachers to learn about appropriate
instructional strategies that will meet the academic needs of ELL students.
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Implications
The purpose of the doctoral study was to investigate what type of instructional
strategies general education teachers implemented to support the academic needs of ELLs
and their perceptions of their abilities to instruct ELLs. The implications of this doctoral
project study is that the district can develop a specialized PD for general education
teachers to increase teachers’ knowledge and skills for instructing ELL students in
regular education. If general education teachers have the necessary knowledge and skills
to instruct ELL students, they have a greater chance in helping the ELLs to succeed in
school. It is important that general education teachers are highly skilled in ESL
pedagogy, so they can implement appropriate instructional strategies to increase ELL
students’ achievement. The findings of this doctoral project study could be beneficial to
several stakeholders in the education field. The results of this study could potentially help
and guide school administrators in developing professional development where teachers
can increase their knowledge and skills to effectively instruct ELLs. Additionally, this PD
can help novice teachers become highly skilled in teaching ELLs. If teachers are trained
to work with culturally and linguistically diverse students, student achievement among
ELLs will increase. The implications of this doctoral project study will be to construct a
PD that will increase general education teachers’ knowledge and skills as a project based
on the findings.
Summary and Transition
The large number of ELL students in public schools is changing the educational
system. There are one million ELLs in Texas; they make up 18% of the school population
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(NAEP, 2017). This subgroup of students comes to public schools with different
educational and socioeconomic backgrounds; therefore, it is important that general
education teachers are trained to work with culturally and linguistically diverse students.
ELLs have unique learning needs; therefore, they need highly skilled teachers who know
how to implement different instructional strategies to close the achievement gap. The
growing number of ELLs has become problematic because now all teachers are expected
to have ELL students in their classrooms.
According to the TEA released data, there was an increase of ELLs at this urban
elementary school over the 2014-2016 school years. The aim of this study was to
investigate what instructional strategies general education teachers implemented to
support the academic needs of ELLs in the general education classrooms. This doctoral
project study sought to address the local problem: ELLs were not being supported in the
general education classroom with the appropriate instructional strategies needed to meet
their academic success. General education teachers typically receive very little training to
meet the needs of culturally and linguistically diverse students and therefore lack selfefficacy for implementing effective instructional strategies and the knowledge and skills
as well as self-efficacy for implementing instructional strategies to support the academic
needs of ELLs (Clark-Golf et al., 2016; Gándara et al., 2016; Goldenberg, 2013; Ross
2014). It is important to investigate what instructional practices general education
teachers are using to support the academic need of ELLs to increase student achievement.
In section 2 I will explain the process how the research study will be conducted.
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Section 2: The Methodology
Introduction
The purpose of this qualitative study was to investigate what instructional
strategies were implemented by general education teachers in their classrooms to support
the academic needs of ELLs and these teachers’ perceptions about their ability to instruct
ELLs. Yin (2011) noted that a qualitative research design is suitable for studying a realworld setting and discovering how people react to it (p. 3). This study used a single case
study research design. A case study allowed me to understand and to analyze
characteristics of real-life events (Yin, 2011). Researchers can also use a case study
“when the phenomenon under study is not readily distinguishable from its context” (Yin,
2009 p. 4). In this section, I discuss the doctoral study research methodology, which
includes the research approach design, criteria for selecting participants, justification of
the number of participants, procedures for gaining access to participants, explanation of
establishing a researcher-participant relationship, protecting the participants’ rights, data
collection, trustworthiness and credibility, discrepant cases, data analysis results,
emerging themes, and my conclusion.
Research Design and Approach
The research design I selected for this doctoral study was a qualitative, single case
study. It was appropriate for this study because it created an opportunity for me to
develop an in-depth understanding of what instructional strategies general education
teachers have implemented to support the academic needs of ELLs and their perceptions
of their abilities to instruct ELLs in regular education during a school year. Merriam
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(2009) stated that, “a case study is an in-depth description and analysis of a bounded
system” (p. 40). Lodico et al. (2010) noted that a case study can be appropriate when a
researcher wants to investigate a real-world phenomenon to obtain an in-depth
understanding of a group of people or a particular situation in a natural setting. A single
case study provided an opportunity for me to gain an in-depth understanding of what
instructional strategies were being implemented by general education teachers to support
the academic needs of ELLs and their perceptions of their ability to instruct ELLs by
conducting classroom observations and one-on-one interviews with 10 general education
teachers who worked with ELLs. A semi-structured interview protocol and a classroom
checklist (appendices B & C) were used during the data collection process to ensure data
was bias-free. In this doctoral study, I wanted general education teachers to share what
instructional strategies were being implemented to support the academic needs of ELL
students, their feelings, experiences, and thoughts about their perceptions of their ability
to teach ELLs.
A quantitative research design was considered because it could have been
practical to collect data by conducting online surveys; however, this research
methodology was not aligned with the research questions as quantitative research focuses
on relationships between two or more variables. Additionally, quantitative research
methodologies analyze data in numbers (Lodico et al., 2010), and were not appropriate
for this study because quantitative research compares data using statistics. Quantitative
data would not have had allowed the in-depth understanding about what instructional
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strategies were being implemented by general education teachers to support the academic
needs of ELLs and their perceptions of their ability to teach ELLs in their classrooms.
Additional qualitative methodologies were considered for this study as well but
based on the research questions they were not suitable. A grounded theory research
design was not appropriate for this doctoral study project because its purpose is to
develop a new theory about a phenomenon of interest (Creswell, 2012; Lodico et al.,
2010). A grounded theory seeks to explain processes and interactions that happen over
time (Creswell, 2012). This research methodology was not appropriate for this study
because it did not support the problem statement. A phenomenological methodology was
considered; however, this research methodology did not address the research questions
because it attempts to understand and to describe lived experiences of people which did
not fit the research questions (Lodico et al., 2010). An ethnography approach was
rejected because it deals with the study of diversity of human cultures in their cultural
settings over time (Merriam, 2009). My purpose for conducting this doctoral project
study was not to understand the culture of participants, but rather to investigate how
general education teachers perceived their ability to instruct ELLs. Therefore, the
ethnographic case study design would not have been appropriate for this study. Because
this doctoral study sought to gain a deep understanding of what instructional strategies
teacher implemented to support the academic needs of ELL students and their perceptions
of their abilities to instruct ELL students, a qualitative research -case study research
design was appropriate.
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Participants
Criteria for Selecting Participants
The purpose of this doctoral project study was to obtain an in-depth understanding
of what instructional strategies were implemented by general education teachers to
support the academic needs of ELLs in regular education and their perceptions of their
ability to instruct ELLs. The school I selected for this doctoral project study had a large
number of ELLs and the educational setting was an urban elementary school. At the
urban elementary school, general education teachers were being responsible for educating
ELL students to the same standards as non-ELL students. Lodico et al. (2010 p. 37) noted
that criteria for selecting participants “involves in selecting participants who have key
knowledge related to the purpose of the study.” Additionally, Merriam (2008) explained
that for a researcher to successfully select his or her participants, he or she must
determine the criteria first for selecting the participants. The participants chosen for this
doctoral project study were general education elementary teachers who worked with at
least one ELL student. 10 out of the 16 elementary general education teachers were
selected to participate in this doctoral project study. The reason I selected these 10
general education teachers was because they were able to provide key knowledge
information about into the types of instructional strategies they implemented to support
the academic needs of ELLs and their perceptions of their abilities to instruct ELLs in
regular education. I interviewed and observed 10 general education teachers two of
whom were Caucasians, one teacher was Hispanic, and seven teachers were African
American. By conducting authentic teacher interviews I was able to collect meaningful
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and rich data that answered my research questions (Creswell 2012; Lodico et al., 2010).
The selected number of participants allowed this doctoral project study to be conducted
in a timely manner which allowed me as a researcher to gather enough data to answer the
research questions I developed for my doctoral project study.
Justification of Participants
According to Yin (2014), a case study allows researchers to understand and to
analyze characteristics of real-life events. To have an in-depth understanding of what
instructional strategies were being implemented by general education elementary teachers
to support the academic needs of ELLs and their perceptions of their ability to instruct
ELLs, 10 general education teachers were interviewed and observed using protocols
(appendices B &C). I attempted to have two teachers from each grade level (grades 1- 5)
to ensure there was enough data to discover different trends or emerging themes.
Additionally, having fewer participants during the interviews and classroom observations
in this doctoral project study provided me with an opportunity to conduct in -depth
teachers’ interviews where I could devote more time to them as opposed to having a large
number of participants while still ensuring adequate saturation for the study. If I would
have had more than 10 participants, it would have had been more difficult to recruit
participants and to analyze data as well.
According to Yin (2014), the purpose for selecting specific participants depends
upon the most relevant data of the topic being investigated. The justification for selecting
general education elementary teachers was because the majority of ELLs begin their
academic journey in elementary schools. ELLs are being placed in general education
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settings because there are not enough bilingual and ESL educators. Many of these ELL
students become long-term ELLs because they are not able to master the English
language. It was important to investigate what instructional strategies were being
implemented by general education elementary teachers to meet the academic needs of
ELLs and their perceptions of their ability to instruct ELLs. To collect meaningful and
rich data, I selected a diverse group of teachers (see table 1 below) who provided me with
key information about the instructional strategies they implemented to support the
academic needs of ELLs and their perceptions of their abilities to instruct ELLs. These
teachers range in years of teaching experience and the subjects they taught such as
reading, math, and self-contained. Self-contained (self-contained teachers are responsible
for teaching all subjects).
Table 1
Participant Demographics
Participant

Grade

Core Subject

1

1st

Self-contained

3

2nd

Self- contained

7

1st

Self-contained

4

4

th

Reading

2

3rd

Reading

6

2nd

Reading

9

5th

Reading

10

4th

Reading

5

5th

Math

8

3rd

Math
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Access to Participants
Prior to collecting any data, I obtained Institutional Review Board (IRB) approval
from both Walden University and the school site. Walden University’s IRB approval is
05-23-18-0312226. My school district has a Research and Accountability Department
which grants permissions to conduct research studies; therefore, I submitted my proposal
to obtain an official approval to conduct my doctoral research study at the urban
elementary school. Once approval had been granted, I spoke with the principal and the
assistant principal about conducting my doctoral study at the urban elementary school.
When school administrators agreed to allow me to conduct my study, a list of potential
participants was generated. After the information about potential participants had been
given to me, I met with each participant individually to introduce myself and to explain
the purpose of my doctoral project study. Because the school year was coming to an end,
I decided to meet with each potential participant face to face to make the data collection
process smoother and faster. While recruiting participants, I attempted to obtain two
participants from all grade levels (1st – 5th grades with core subjects of reading, language
arts, computer, writing, math, and science) to collect enough and rich data. To complete
all interviews in a timely manner, I provided multiple time schedules (before, during, and
after school) where participants could choose from to schedule their interviews at their
convenience. Once all participants agreed to participate in the doctoral study, each
participant signed the consent form before I collected any data. During each interview, I
reminded participants that participation was voluntary, and they did not have to
participate if they did not feel comfortable. The data collection process started at the
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beginning of June and ended the third week of June. Once data had been collected,
participants had the opportunity to review my analysis to check for accuracy.
Establishing a Researcher–Participant Working Relationship
Developing a relationship with participants played an important role in this
doctoral project study because participants provided key information to the RQs I
developed. To develop a successful and healthy relationship with participants, I met with
all potential participants individually as soon as permission had been granted where I
introduced myself, explained the purpose of the study, and how it could benefit the
education field. Additionally, when I met with each participant, I went over the consent
form and explained to participants that they could withdraw from the study at any time.
Throughout this doctoral study I ensured that participants remain anonymous; therefore,
it was important to protect participants’ identity so that way they would not be
embarrassed or treated differently at the urban elementary school. No real names were
used throughout this doctoral project study to protect the privacy of each participant. It is
critical to maintain the privacy of all participants; as a result, data is locked in a file
cabinet in my home’s office and will remain there for the next 5 years. I will be the only
person who knows the participants’ names and responses because their information is
confidential.
Data Collection
Justification for Data Collection
There were three main sources of data collection in this doctoral project study to
answer the following research questions.
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1. RQ1: What instructional strategies are general education teachers
implementing to support the academic needs of ELLs?
2. RQ2: What are general education teachers’ perceptions of their ability to
instruct ELLs?
The three main sources of data used during my doctoral project study were
classroom observations, teachers’ interviews, and field notes. Data were collected after
the school sites and Walden’s IRB approval had been granted (IRB Approval No. 05-2318-0312226). The main source of data in my doctoral study were the interviews because
they allowed me to gather meaningful and rich data. A face to face interview was
conducted with 10 general education teachers as well as at least one observation with
each interviewee. The data collected during the observation allowed an investigation into
what instructional strategies general teachers use to teach ELLs in their classrooms and
their perceptions of their ability to instruct ELLs in regular education.
Interviews. General education elementary teachers who taught core subjects
(language arts, reading, writing, math, and science) and worked with at least one ELL
student were interviewed face to face about the instructional practices they implemented
to support the academic needs of ELLs and their perceptions of their ability to instruct
ELLs in their classrooms. An interview protocol (appendix B) with semi-structured
questions was developed which was used as a guide to interview each participant to gain
a deeper understanding. Semi-structured questions allowed me to stay focused and
consistent with all participants throughout the data collection phase. For instance, when
teachers provided limited responses, I would ask probing questions such as this one:
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What do you mean by that or can you give me some examples? Interviews lasted
between 20 and 35 minutes.
Observations. To ensure enough data was collected, classroom observations as
well as interviews were conducted. Each participant was observed during a core subject
lesson to develop an understanding of the instructional strategies implemented during
their lessons with their ELLs. There was an observation protocol (appendix C) used
during this process to record instructional strategies general education teachers
implemented while teaching a core subject lesson. The observation protocol provided me
with an opportunity to observe how teachers interacted with their ELL students as well as
the instructional strategies they implemented to support the academic needs of ELLs.
Field notes. Field notes supported additional information collected during
observations. The field notes gathered important information because I took notes as
teachers worked with ELL students. In my field notes, I was able to record additional
data that I may not had seen during the interviews and observation protocols. I kept a
journal where I wrote down things I did not see in the interviews or classroom
observations.
This doctoral project study used three different data collection points which were
teachers’ interviews, classroom observations, and field notes. These three sources of data
were needed to collect sufficient evidence/data to answer the research questions I created
to find a solution to the local problem addressed in this doctoral study. Miles, Huberman,
and Saldaña (2014) noted that it is important that researchers collect sufficient data
through field interviews, observations, field notes, audio or video recordings to answer
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specific questions. My role as a researcher in this doctoral project study was a bilingual
teacher and I did not have any supervisory role over any of the teachers who participated
in the doctoral project study. My role as a researcher in this project study was separate
from my job as a bilingual teacher. My role as a researcher was to collect data to answer
the research questions and to make recommendations to the school district to increase
general education teachers’ knowledge and skills as well as self-efficacy to promote
student achievement among ELL students.
Data Analysis and Results
The data for this study was collected during a 3- week period where I interviewed
and observed 10 general education teachers who worked with ELL students in regular
education at an urban elementary school in a southern state. The data collected for this
doctoral study were organized, recorded, transcribed, analyzed, and coded for themes
based on the constructs of the framework self- efficacy (beliefs about competency to
support ELLs in regular education). According to Lodico et al. (2010), effective
researchers analyze data as it is being collected. As I began collecting data, I began by
transcribing participants’ recordings from interviews verbatim into a Microsoft Word
Document within 24 hours of conducting the interview. The data analysis was conducted
by me and by hand, so I had a deep understanding of the information I collected. Miles et
al. (2014) suggested that “raw data collected in a qualitative case must be processed
before they are available for analysis (p.50).” For teacher’s interviews, I used an
interview protocol (appendix B) and for the classroom observations I used a classroom

51
checklist (appendix C) was used to record the instructional strategies observed while
teachers were teaching a core subject lesson as well as field notes.
My first step in my data analysis was to read each interview’s transcripts at least
three times. After reading each transcript, I began analyzing using the a priori themes
from the framework of self-efficacy by manually coding each participant’s script. I began
sorting codes into possible themes and the themes emerged from the coding process.
During the coding process, I managed and sorted all data into small chunks to easily
manage the coding process. Transcripts were meticulously analyzed throughout the data
analysis to build on themes. After analyzing all the data, I started out with different codes
which later became major themes for this doctoral study. The findings included any
emerging (open) themes other than those constructs from the framework. During this
process I organized the data by identifying patterns, similarities, and themes. The data
were analyzed by reading and rereading the data to check for possible themes that were
relevant to the constructs of the framework and research questions.
Procedures to Assure Accuracy and Credibility of the Findings
To ensure data was accurate and credible in this doctoral project study, data were
collected from multiple kinds of sources such as interviews, observations, and field notes.
A research study is valid when one has collected and interpreted data accurately to reflect
and represent participants (Yin, 2012, p.78). In this doctoral project study, I triangulated
the information collected through interviews, observations, and field notes to compare
and cross-check data to ensure that all data were collected and analyzed effectively and
correctly to represent participants’ feelings, thoughts, and ideas.
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To establish credibility, I analyzed the data I collected as accurately as possible by
making sure that I represented participants’ feelings, thoughts, and ideas. Lodico et al.
(2010) noted that credibility depends upon how researchers can accurately represent what
participants think, feel, and do while data is being collected. To avoid biases in this
doctoral project study, I utilized protocols (appendices B & C) to ensure that data
minimized the bias. Because validity is important in a research project study, member
checking was also used in this doctoral project study. Member checking took place after
interviews were completed. I used member checks by providing them with a summary of
their responses. During this process, participants had the opportunity to add or remove
anything they felt did not accurately represent their statements (Lodico et al., 2010). At
this point, they had the opportunity to provide constructive feedback to the initial codes
and themes. All members agreed with the codes and themes from their respective
interview. Member checking provided an opportunity for me as a researcher to ensure
accuracy, credibility, and trustworthiness. Member checking ensured this doctoral project
study was credible because participants approved my interpretation of their responses
which provided them with an awareness of my findings (Lodico et al., 2010).
Findings
The purpose of this doctoral study was to investigate what instructional strategies
were implemented by general education teachers in regular education classrooms to
support the academic needs of ELLs and their perceptions of their ability to instruct
ELLs. The local problem this doctoral project study sought to address was that ELLs
were not being supported in the general education classrooms with the appropriate
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instructional strategies needed to support the academic success at the urban elementary
school. General education teachers typically receive little training to support culturally
and linguistically diverse students and therefore lack knowledge of instructional
strategies to support listening, speaking, reading, writing, and vocabulary needs of ELLs.
This doctoral study was guided by two research questions: 1) What instructional
strategies are general education teachers implementing to support the academic needs of
ELLs? 2) What are general education teachers’ perceptions of their ability to instruct
ELLs? Ten general education teachers who worked with ELLs participated in this
doctoral project study.
The conceptual framework used for this doctoral project study was Bandura’s
theory of self-efficacy (1977). This conceptual framework suited this doctoral study
because it sought to investigate the instructional strategies general education teachers
implemented to support the academic needs of ELLs and their perceptions of their ability
to instruct ELLs. Self-efficacy plays an important role in the way an individual
approaches work and personal challenges he or she endures. The findings of this doctoral
project study demonstrated that general education teachers did not receive adequate
professional development that increased their knowledge and skills about second
language acquisition or effective instructional strategies to support the academic needs of
ELLs. Some of the participants felt confident about teaching ELLs because they had
obtained higher education degrees. However, most of the teachers who did not feel
confident about working with ELLs had only completed a bachelor’s degree. Even
participants who felt confident in their abilities to work with ELLs, demonstrated a need
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for a more differentiated and personalized professional development. Interestingly,
teachers who did not have strong self-efficacy did not show an interest in professional
development because PD was not aligned with their professional needs.
In this doctoral project study, I employed a qualitative case study research design
to obtain a deep understanding of how general education teachers felt about working with
ELLs in regular education. All participants were purposely selected to participate in this
doctoral study. Participants who participated in this doctoral project study were general
education teachers who worked with at least one ELLs in regular education. The data
collection process relied on one-o-one interviews and classroom observations. All
interviews used a semi-structured interview protocol which allowed me to stay focused
throughout the interview process to gain a deep understanding of what type of
instructional strategies general education teachers implemented to support the academic
needs of ELLs, and their perceptions of their abilities to work with ELL students in
regular education. After carefully analyzing the data, I created a table for all the themes
that emerged. In table 2 which is below, I listed the possible themes that were aligned or
related with the research questions or to the framework. The table below helped me
organized and analyzed data more accurately and effectively because I made a strong
connection with the research questions and the framework.
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Table 2
Themes
Theme

Number of participants
who reported this

Teachers’ beliefs in their ability to support ELLs in regular
education
Educational background of the teacher and their beliefs
Professional development (PD) and training
English as a language barrier between parents and teachers
Lack of instructional resources for ELLs
Teachers’ beliefs of an appropriate education and a
positive classroom environment

7
7
7
10
10
9

Teachers’ Beliefs in their Ability to Support ELLs in Regular Education
The first theme the data revealed was the different teachers’ beliefs in their ability
to support ELLs in regular education. The data revealed that seven out of 10 teachers
stated that they have the abilities to assist ELLs to be successful in regular education.
Some of the teachers who believe they have the ability to support ELLs in the regular
education reported to continue to engage in professional development that provides them
with the ESL instructional strategies they need to become successful teachers. They
believe that education, professional development, collaboration with their ESL
colleagues, and interactions with parents prepared them to become highly-effective
general education teachers. Teachers who reported to believe in their abilities to work
with culturally and linguistically diverse students reported to have advanced degrees and
continue to attend professional training which influence the way they interact with their
ELLs in their classrooms. As Participant 8 stated,
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I feel good about teaching ELLs in regular education because of the PD I have
received as well as my education. I engage in ongoing professional development
opportunities to continue learning about strategies that current and research-based
you know whenever PD is available which is not very often.
Participant 8 was a teacher with 20 years of teaching experience and a master’s Degree in
elementary education. Her education and training made her believe in her abilities to
teach ELLs because she incorporates different learning styles and instructional strategies
into her lessons to ensure all students are actively involved in the learning process.
Participant 6 also stated that her professional training and education prepared to support
ELLs in regular education by learning different instructional strategies. As Participant 6
stated,
I am very confident in my ability to meet the needs of the ELL students I teach
because of the training, experience, and education I have gone through. I have
previously taught a self-contained 4th Grade ESL class and attended a variety of
ESL PD that help me become effective in teaching our ELLs.
After analyzing teachers’ responses, the data revealed that education, training, and
experience can positively influence the way teachers believe they have the ability to
support ELL students. Many of the teachers who stated that they believe to be efficient in
teaching ELLs had advanced degrees, more than 8 years of teaching experience, and
stated that they enjoy their jobs. Additionally, some of the teachers who stated they have
a positive belief in their teaching abilities, continue in seeking professional growth by
attending professional development whenever possible. They believe that training and
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professional development can increase their knowledge and skills; therefore, they become
highly effective in teaching ELLs. The data also revealed that not all participants believe
in their abilities to instruct ELLs in regular education.
Four out of 10 teachers reported a lack of confidence in their abilities to instruct
ELLs in regular education because they have not received professional training. Teachers
who did not believe in their abilities to work with culturally and linguistically diverse
students stated that they had less education (not advanced degrees such as Master or
Education Specialist) than teachers who felt confident about working with ELLs, less six
years of teaching experience, and did not seek for professional development. These four
participants stated that they had not received any ESL PD during the school year which
could be a factor that influenced the way they felt about instructing ELLs in regular
education. For instance, Participant 7 stated that,
I feel that I haven’t been adequately trained or prepared to teach ELLs
specifically. I often ignore their needs because I don’t know what to do with them
or where to start.
Participant 7 was a teacher with 3 of years of teaching experience and with a Bachelor of
Arts. Participant seven stated that she had not received any ESL PD or training in the
current or previous school year which could be affecting the way she works with ELLs in
regular education. On the other hand, participants who felt confident about their abilities
to teach ELLs in regular education did not explain what instructional strategies they
implemented to support the academic needs of ELLs. They only stated that they felt
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confident in working with ELLs and they felt prepared to work with them. For example,
participant 2 stated,
I feel confident in teaching my students and assisting them in reaching their full
potential. I feel that I can provide activities and the English strategies they need to
be successful in my classroom.
Educational Background of the Teachers and Their Beliefs
Another theme that emerged from the data analysis was the Educational
Background of the Teacher. When comparing teachers’ beliefs about their ability to
support ELLs in regular education, several trends emerged. Teachers who had a positive
belief in their abilities to instruct ELLs in regular education reported a more advanced
educational background, more than 6 years of teaching experience, and more professional
development (20 to 40 hours of ESL PD). Teachers with advanced degrees such as
Master of Education and education specialist and several years of teaching experience
reported to feel confident in working with ELLs in regular education because they
incorporate a variety of instructional strategies with their ELLs to ensure their academic
needs were met. Six out of 10 teachers had a positive belief in their teaching abilities to
teach ELLs because of their professional educational background. Some of these teachers
stated that they felt they had the abilities to teach ELLs in regular education because they
continue to engage in professional development which provides them with the tools they
need to become successful teachers. Additionally, these teachers are most likely to
implement research-based instructional strategies that will target the academic and
linguistic needs of ELLs. Participant 10 stated,
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I believe I am very capable of teaching ELL students in the regular classroom
because there are many ELL instructional strategies that I can implement with my
ELLs in the regular classroom setting. Through my professional training as well
as education I have learned the skills I can use these strategies to attack specific
needed skills such as decoding, semantics, phonetics and basic vocabulary skills
are also needed. I’ve always incorporated the strategies for the reason mentioned
above. If you look at our school’s demographic, it is beneficial for everyone not
just ELLs.
Participant 10 was a teacher with 12 years of experience and had advanced degreed
(education specialist). Her teacher preparation was effective because not only she had
received an advanced degree in education, but she continued to attend professional
development that increased her knowledge and skills. Teachers who did not feel
confident in teaching ELLs had no ESL PD and had only obtained a bachelor’s degree.
For instance, Participant 4 stated,
I feel ok about it. They are good students because sometimes they need more help
than I can give them. I really haven’t attended any professional development for
ELLs. I really haven’t thought about it. I only do the required PD by our district.
Participant 6 was a teacher with 6 years of teaching experience and had only
received a Bachelor of Business in Accounting. Her limited Education in the education
field and PD could be factors that affected her abilities to instruct ELLs. It is important to
note that teachers only stated how they felt about teaching ELLs in regular education.
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They never provided details as to what instructional strategies they implemented to
support the academic needs of ELLs.
Professional Development (PD) and Training
According to all participants, PD and training play an important role in their
abilities to instruct ELLs. Seven out of 10 participants stated they felt confident in
supporting ELLs in the regular education classroom largely because of the PD they had
received. Teachers who believe in their abilities to teach ELLs effectively continuously
engaged in PD to increase their teaching practice. However, four of 10 participants stated
that they needed additional support in supporting ELLs academic needs in regular
education. They stated that they had not attended any ESL PD that provided them with
the appropriate instructional strategies to meet the academic needs of ELLs; therefore,
PD was necessary to increase their knowledge and skills. Participants felt that a strong
PD is needed so they can learn effective ESL instructional strategies to support the
academic needs of ELL students in regular education. The data revealed that teachers did
not have a strong ESL background which influenced their ability to work with ELLs as
participant 6 state,
Sometimes, I feel that these kids need more than I can provide them
with. I believe that if the district provided us with good PD, I would be able to
utilize more teaching strategies that would help my students. I use the same
teaching strategies with all students and I really don’t do anything different other
than what I know
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PD can be beneficial to educators because it helps them become masters of core
subjects they teach. When teachers lack the knowledge and skills, school leaders need to
provide PD where teachers can acquire the necessary instructional strategies to support
the academic needs of their students. It is important to note that PD needs to be datadriven, differentiated, and meaningful to meet the professional needs of the teachers.
While the district offers ESL PD, only bilingual teachers are required to attend ESL PD.
School districts need to offer ESL PD for all teachers because the students’ demographic
have changed. One in every six students will be classified as an ELL; therefore, it is
important that teachers are prepared to work with culturally and linguistically diverse
students.
High- Quality PD. A subtheme that emerged while analyzing data was highquality PD. All of the teachers mentioned that PD plays an important role in increasing
their knowledge and skills because they can learn a variety of instructional strategies to
meet their students’ academic needs. Teachers stated that PD offered to them was not
aligned with their professional needs; therefore, they preferred PD that was welldesigned, personalize, and meaningful as participant 8 stated,
I feel good about teaching ELLs in regular education because of the PD I have
received. I engage in ongoing professional development opportunities to continue
learning about strategies that current and impactful you know whenever PD is
available which is not very often.
It is important that school leaders develop differentiated and meaningful PD for regular
education based on teachers’ professional needs and students’ academic needs. If PD is
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created purposeful more teachers will be willing to attend because they will know that it
not only be beneficial to them, but also for their ELLs.
Inadequate PD. A subtheme that emerged from the data analysis was inadequate
PD. When I asked participants how they felt about their abilities to instruct ELLs in
regular education, several participants mentioned that they felt that many PD/trainings
they participated in was not relevant to their professional needs. Four out of 10 teachers
stated that PD was not helpful or relevant to their professional needs which did not
motivate them in attending PD offered at the district level. As Participant 7 stated,
I feel that haven’t been adequately trained or prepared to teach ELLs specifically.
I often ignore their needs because I don’t know what to do with them or where to
start.
PD needs to be relevant and data-driven to increase teachers’ knowledge and skills where
they can learn the necessary and appropriate instructional strategies to work with English
language learners. It is important to note that general PD does not increase teachers’
knowledge and skills because it does not meet the needs of the teachers. PD needs to be
differentiated to meet the needs of the teachers. Four out of 10 teachers stated that they
had not attend any ESL PD because they felt it was not relevant or would help them
increase student achievement. For example, Participant 4 stated,
They (ELLs) are good students but sometimes they need more help than I can
give them. I really haven’t attended any professional development for ELLs this
school year. I mean I really haven’t thought about it. I only do the required PD by
our district.”
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The data revealed that teachers were not interested in attending professional
development because it did not meet their professional needs; therefore, teachers believed
that professional development was genetic, and it was not going to help them increase
their knowledge and skills. It is important that professional development is data-driven
because the purpose of professional development is to improve instruction. School
districts can survey teachers to determine what kind of professional development will
benefit them. By surveying teachers’ PD interests, school districts can develop
differentiated PD that will increase all teachers’ knowledge and skills.
English as a Language Barrier Between Parents and Teachers
Another theme that emerged from the data analysis was the English language as a barrier
between parents and teachers. All participants in this doctoral study believed that if there
was a better communication between teachers and parents, ELLs achievement will
increase tremendously. One of the barriers teachers reported was the English language
was a barrier because many of the ELL students’ parents did not speak English.
Sometimes is difficult to find someone who can translate for parents and teachers. As a
result, English becomes a barrier. When communicating expectations to parents, it
becomes a challenge because parents do not know what is happening at the school. As
Participant 9 stated,
As a classroom teacher there are many challenges I face, and the lack of resources
makes my job much harder because I don’t always have what I need. On top of
that, there is a lack of translation for parents who don’t speak English and they
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never know what is going on unless their babies are in trouble. This is the hardest
part of my job, not being able to communicate with them.
Communication between parents and teachers can increase student achievement because
parents will be aware of students’ academic expectations. Some of the parents want to be
involved in their children’s education progress, but the English language becomes a
barrier. In order for regular education teachers close the achievement gap, there has to be
a strong communication and collaboration between parents and teachers. Teachers
understand that parents’ involvement is important because parents can reinforce
educational skills students have learned at home.
Lack of Instructional Resources for ELLs
Another theme that emerged from the results was the lack of instructional
resources for ELLs. All teachers stated that lack of instructional resources for ELLs was a
barrier for teaching ELLs effectively in regular education. Many of these ELL students
are considered at a high risk academically because they come from low socioeconomic
status and lack the educational resources at home. The lack of instructional resources
such as workbooks, classroom library books (English and Spanish), and technology can
make teaching much more difficult to general education teachers which may influence
the way teachers approach ELL students. Some of the teachers stated that they had to
make educational games or activities that increase ELL students’ achievement. They had
to create educational games based on their ELL students’ language proficiency as
Participant 2 stated,

65
There are several challenges I faced but the main one is the lack of resources.
There are not many resources available for LEP (Limited English Proficiency)
students. Sometimes, I have to make my own resources which is very time
consuming. Everything out there is it’s either too advanced for them or it won’t
challenge them enough. Finding resources for them is very difficult. It is hard to
find resources that are at their English proficiency levels or even in Spanish.
It is important to note that teachers who did not believe in their abilities to instruct ELLs
in regular education did not stated how it affect their teaching abilities. However, by not
having the adequate instructional resources such as workbooks, Spanish and English
books, ipads, and computers negatively influence student achievement between ELLs and
non-ELLs. It is important to note that teachers who worked with ELL students in regular
education had received limited or no training in ESL pedagogy which can negatively
influence ELL students’ achievement. All of these elements could be affecting the way
regular education teachers interact with ELL students and their parents.
Teachers’ Beliefs of an Appropriate Education and a Positive Classroom
Environment
Another theme that emerged from the results was the teachers’ beliefs of free and
appropriate education and a positive classroom environment for ELLs. Nine out of ten
participants reported that having a positive classroom environment can help ELLs
academically in regular education because they feel welcomed and valued. One of the
general education teachers’ perceptions of teaching ELL students is to create a positive
classroom environment. As several participants stated that a positive classroom
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environment will determine how well students will approach the teacher and how well
the students will learn the content. During the data collection process, participants
reported that if ELL students felt welcome in the classroom, they would feel more
comfortable and adjust to the mainstream classroom easily. Most of the participants
agreed that creating a positive classroom environment is important for ELL students to
learn. By having a positive classroom environment, students can learn the content better.
One of the obstacles in creating a positive classroom environment teacher saw in their
classroom was the language barrier. Sometimes, they wanted to help all students in their
classrooms, but they could not articulate to ELLs how much they valued and appreciated
them.
Participant 1 stated the following,
I believe that all students should have access to a quality education regardless of
race, background, status, abilities, etc. However, when students do not speak
English fluently, it becomes a barrier because they don’t really know what we are
saying which sometimes can be very frustrating. I wish I could speak their
language to explain the content in a way they could understand.
When general education teachers create a positive classroom atmosphere, it
creates a culture of trust, respect, and sense of belonging. Students feel that they can trust
teachers and it may prevent students from acting up. Additionally, students believe they
will be successful because teachers have created high expectations for them. As
Participant 4 stated,
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They (ELLs) really want to please you because they want to learn as much as
possible. I make sure that my classroom is very inviting so that way they believe
in themselves. However, sometimes I feel that I need professional development in
my school district to provide them with the best education.
It is important that teachers create a positive classroom atmosphere where
students feel safe and value because it creates a sense of belonging. If students feel
secured, they will participate in teachers’ lessons and classroom activities. Additionally,
ELL students will feel more confident in their abilities to learn not only the content, but
also the English language.
Conclusion
The purpose of this doctoral project study was to investigate the instructional
strategies general education teachers implemented to support the academic needs of ELL
students and their perceptions of their ability to instruct ELLs in regular education.
Through teachers’ interviews and classrooms’ observations I obtained a deep
understanding of general education teachers’ perceptions of supporting English language
learners in regular education. A case study research design provided me with an
opportunity to interview and to conduct classroom observations to gather data to answer
the RQs. The school site where the doctoral study took place was an elementary school
with a large number of ELL students. There were 10 participants in this doctoral project
study who were general education teachers. To protect participants identifies, I used a
number system for each participant. The data collected in this doctoral project study will
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be locked in a file cabinet in my home’s office for five years. The data were collected
through use of interviews, classroom observations, and field notes.
After analyzing the data, the results of this doctoral project study led me to
develop a professional development workshop for all teachers who work with English
language learners. Based on the data analysis, some of the teachers did not believe in
their abilities to instruct ELLs in regular education because they lacked the knowledge
and skills about second language acquisition and the use of effective instructional
strategies to support their ELL students. Additionally, some of the teachers had not
received any ESL PD/training which influenced the way they perceived their ELL
students in their classroom. This doctoral project study can influence positive social
change because teachers will be better prepared to work with students who speak English
as a second language. By learning the necessary knowledge, skills and dispositions,
teachers can increase student achievement among ELL students. In section 3, I will
describe the purpose and benefits of the project.
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Section 3: The Project
Introduction
The aim of this doctoral project study was to investigate (a) the instructional
strategies implemented by general education teachers to support the academic needs of
ELL students and (b) these teachers’ perceptions of their abilities to instruct ELL students
in regular education. In this qualitative case study, I collected data through one-on-one
interviews and classroom observations. Ten general education teachers who worked with
at least one ELL student participated in the study. The findings of this doctoral study
revealed that there is a need for a more rigorous and high-quality professional
development (PD) for teachers who work with ELL students in order to (a) increase their
knowledge and skills that promote second language acquisition (SLA), (b) the knowledge
of the English language proficiency standards (ELPS) across all core subjects to increase
the English language skills among ELLs , and (c) to increase the use of effective ESL
instructional strategies that not only promote core subjects knowledge, but also linguistic
skills. In Section 3, I explain the description and goals of the project, the rationale behind
it, the review of literature, theoretical framework, project description, and project
implications.
According to Killion and Roy (2009), PD can increase student achievement
tremendously because teachers become experts in the core subjects they teach. If general
education teachers have the necessary knowledge, skills and disposition, they will
develop rigorous and meaningful lesson plans, and learning activities that promote
student achievement as well as the English language skills for ELLs. For general
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education teachers to become highly effective in instructing ELL students, they need to
receive ESL PD to increase their knowledge and skills about second language acquisition
and the use of effective instructional strategies to meet the academic and linguistic needs
of ELLs.
Rationale
The rational for developing this three-day PD is to increase general education
teachers’ knowledge and skills in ESL pedagogy to promote the academic and linguistic
needs of ELLs in regular education. In this PD, teachers will be provided with SLA, the
necessary knowledge about ELPS, and the effective implementation of instructional
strategies to close the achievement gap between ELLs and non-ELLs. It is important that
general education teachers are prepared to address the academic and linguistic needs of
ELLs to facilitate the learning process and to close the achievement gap. Bandura (1977)
noted that teachers who have high self-efficacy are more motivated and better prepared in
the workforce. PD can help teachers become highly effective in teaching not only core
subjects, but also highly effective in addressing the linguistic needs of ELLs which will
also increase ELLs’ student achievement. The data I gathered through this doctoral
project study suggested that there was a gap between teachers’ knowledge and skills and
teachers’ practice in the classroom. General education teachers who participated in this
doctoral study had received a very limited number of ESL PD hours to no ESL PD. If
school leaders want to close the achievement gap between ELLs and non-ELLs, teachers
need to have the necessary knowledge and skills to effectively instruct ELLs in regular
education settings. Therefore, it is important that school leaders develop PD that is
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meaningful and helpful in improving classroom instruction. The PD I developed in
Section 3 will be provided to general education teachers in three days to expand and to
increase their knowledge and skills. In the first day, teachers will learn about SLA, in the
second day teachers will learn about ELPS and how to promote the linguistic needs of
ELLs, and in the third day teachers will learn about the implementation of effective ESL
instructional strategies that will support the academic needs of ELL students in regular
education.
Review of the Literature
In this doctoral project study, I aimed to investigate the instructional strategies
implemented by general education teachers to support the academic needs of ELLs in
regular education and teachers’ perceptions of their ability to instruct ELLs. As a result, a
three-day PD was developed from the findings from section 2. In this section, I conducted
an intensive literature review that focused on the adult learning theory by Malcolm
Knowles (1970), second language acquisition (SLA), and positive learning environments
for ELLs as well as collaboration between teachers and parents. To conduct this literature
review successfully, I gathered information through the Walden University’s Online
Library. I have read peer-reviewed and scholarly articles as well as college books. The
keywords I used through this literature review were adult learning theory, professional
development, teachers’ knowledge and skills for teachers of English language learners,
Effective teachers for English language learners, second language acquisition, English
Language Proficient Standards (ELPS), and positive learning environments.
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Theoretical Framework
This project is guided by the theoretical framework of andragogy – adult learning
by Malcom Knowles (1970). The data collected in Section 2 revealed that general
education teachers were not interested in attending professional development (PD)
because they felt PD was not aligned with their professional needs. Because adults learn
at various and different stages of their lives, the andragogy - adult learning theoretical
framework is appropriate to use in this project. The adult learning theory explains how an
adult can learn based on his or her experiences, readiness, and willingness (Knowles,
1970). There is no doubt that children learn differently than adults; therefore, it is
important to understand how adults learn better and how it benefits them (Holton et al.,
2015; Knowles, 1980). By understanding their professional needs, school districts can
plan PD that increases teachers’ knowledge and skills. Knowles (1970) noted that there
are six assumptions about adult learning: a) the learners’ self-concept, b) the role of
experience, c) the readiness of experience, d) orientation to learning, d) motivation, and
e) the need to know. According to Knowles (1970), the assumptions apply to the learner
depending upon where the learner stands. The andragogy – adult learning theory provides
an overview of the reasons as to how and why adult learns the way they do. The
andragogy - adult learning theory is appropriate for this project because general education
teachers who participated in this doctoral study provided different insights as to why they
did and did not find PD irrelevant or relevant. Teachers who had positive beliefs about
teaching ELLs, attempted to attend PD that benefitted them. However, teachers who had
negative beliefs about teaching ELLs did not attempt to attend professional development
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that would increase their knowledge and skills. Knowles (1970) explained that the
learners’ self-concept in an adult can change overtime because they become more mature
as they shift from dependence towards independence. The learner becomes self-direct and
takes control of his or her learning depending upon personal’s needs. If teachers of ELL
students are not provided with meaningful and high- quality PD opportunities, they may
not improve their teaching practice. Knowles (1970) noted that adults have more
experiences than children; therefore, adults learn based on previous experiences. Adults
have a wide repertoire of experiences which may influence what they learn and how they
learn. General education teachers who have experienced high-quality PD are more likely
to continue to attend PD because they know they can learn the use of effective
instructional strategies they can implement in their classrooms. Another assumption of
the adult learning theory is readiness to learn. Adults learn based on their personal needs
and they are more willing to attend PD when they know it will benefit them. Some of the
teachers that participated in this doctoral study stated that they did not attend PD because
it was not relevant to their professional needs or they believed it was not helpful. If the
content is relevant to general education teachers, they will demonstrate an interest in
learning the material (McCauley et al. 2018). Additionally, motivation can influence how
adults learn and acquire the necessary knowledge and skills to accomplish certain tasks.
Knowles at al. (2015) noted that adults may be motivated in learning by being responsive
to external and internal factors such as financial rewards and high self-esteem. The sixth
assumption of the adult learning theory is the need to know. According to Knowles
(1970), adults need to know why they need to learn something. By knowing how it will
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benefit them, they will become more interested and engaged in the learning process.
Adult learners often need to know how something they learn is going to be use in their
real-life context.
As I collected data for my doctoral project study, the data revealed that teachers
felt PD was not aligned to their professional needs. As a result, they wanted a more
differentiated and high- quality PD that would provide them with the ESL instructional
strategies needed to support the academic needs of ELLs. This project has been created
based on the findings of my doctoral project study from Section 2. The adult learning
theory guided how this project was created. Effective PD is a key component for
students’ success because teachers learn how to implement different teaching strategies in
the classroom. They become more experts in the field of education which means they can
reach all students academically, emotionally, and socially. When teachers receive enough
hours of effective professional development, they gain different instructional strategies
that promotes student achievement.
Professional Development
One of the themes that emerged from my data analysis was the need for high
quality professional development (PD) for teachers who work with ELL students. To
effectively address the local problem in this doctoral study, I developed a three-day PD
for general education teachers who work with ELL students in regular education. The
Every Student Success Act (2015) requires that all students including ELL students
demonstrate adequate academic success by the end of each school year. PD for educators
is an important component in their professional growth because they become experts in
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the subjects they teach by learning the necessary knowledge, skills, and dispositions. The
goal of PD is to improve classroom instruction and to increase teachers’ knowledge and
skills. When general education teachers learn the necessary knowledge and skills, they
can close achievement gap between ELLs and non-ELLs. Babinski, Amendum, Knotek,
Sanchez, and Malone (2017) found that school districts need to provide PD for teachers
to enhance their teaching abilities based on data and teachers’ professional needs.
According to the U.S. Department of Education (2007), effective PD must have five
components:
1. It is content focused
2. It is aligned with state academic content standards and promotes student
achievement.
3. It increases teacher’s knowledge and skills.
4. It increases teachers’ knowledge of effective instructional strategies.
5. It is regularly assessed for effects on teacher efficacy and student
achievement.
Goodnough (2018) explained that effective PD can positively influence teachers’
abilities to teach because they can increase their knowledge, skills, and disposition.
Because students in public schools are becoming more diverse, it is important that
general education teachers receive data-driven and high-quality PD in ESL pedagogy.
Babinski et al. (2018) noted that only 20% of teacher programs provided student teachers
with multicultural courses. It is essential that school leaders offer effective PD to teachers
because it is an element that plays an important part for students’ success. Through PD,
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teachers can learn a variety of effective instructional strategies that they can implement
with their students (Birman et al, 2007). This is an important aspect of an effective
professional development because it prepares teachers to teaching core subjects in a much
more effective manner. As teachers attend effective PD and advance their understanding
of highly effective instructional strategies that enhance their teaching abilities, they can
promote the success of all students by increasing student achievement.
High-quality PD for teachers. High quality PD for teachers is a crucial element for
continuous improvement on teachers’ professional growth because it improves teaching
practice and student achievement. As the students’ population changes, general education
teachers need to learn new ways to teach all students (Collins & Liang, 2015). It is
important that school leaders develop high quality PD that is core subjects focused and
data-driven because it will increase teachers’ knowledge and skills. Bautista and Wong,
(2017) noted that high-quality PD is content-specific and data-driven. The purpose of PD
is to increase teachers’ knowledge and skills, so they can elaborate on curriculum,
instruction, and assessment. When teachers are provided with the appropriate tools and
instructional strategies, they can help every student they teach in their classroom by
providing them with developmentally appropriate learning activities. High-quality PD
provides teachers with multiple opportunities where they can practice their new
knowledge. Teachers are provided with interactive learning activities where they can
engage, reflect, provide feedback, and learn new skills or instructional strategies to take
back to their classrooms. Additionally, high-quality PD is composed of a follow-up PD to
ensure teachers are utilizing the learned skills effectively. In this follow-up PD,
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curriculum managers can adjust PD based on feedback to increase the quality of PD.
High quality PD is when teachers learn the appropriate knowledge and skills; as a result,
student achievement increases. In a high quality, PD teachers are interested in the
content, they actively interact with participants, and apply new learning as soon as they
go to the classroom.
Professional development is an important component in teachers’ professional
growth because teachers learn the necessary instructional strategies to promote student
achievement (Collins & Liang, 2015). It is important that teachers receive an adequate
number of hours (20 to 40 hours) of PD because they can gain the knowledge and skills
needed to successfully promote the academic growth of all students. PD affects students
because if teachers do not enhance or increase their teacher knowledge and skills,
students will not advance academically (Collins & Liang, 2015). By attending effective
PD, teachers can stay current with the most effective instructional strategies that not only
promote student achievement but also their knowledge.
Differentiated PD for teachers. If school leaders want to increase student achievement,
they need to survey teachers’ readiness and interests about PD to determine what PD will
benefit them. By collecting teachers’ data about their professional needs, school leaders
can develop differentiated and personalized PD. By providing teachers with
differentiated, high-quality, and personalized PD, teachers’ abilities to teach will
improve. General education teachers are now expected to educate culturally and
linguistically diverse students in regular education; therefore, teachers need to provide a
variety of learning opportunities to their students where they are meeting content
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standards as well as linguistic needs (Smets, 2017). The purpose of PD is to improve
teachers’ practice; therefore, PD developers need to take into account teachers’ interests,
needs, and levels of expertise to make sure that teachers are getting the most out of PD.
One-size-fits-all PD no longer works because the same PD may not be relevant to all
teachers and they may lose interests in PD (Loeser, 2018). PD can be used as a vehicle to
improve instruction and to increase student achievement by preparing teachers to work
with all students. The data collected in this doctoral project study revealed that not all
teachers received PD or PD was not relevant to them because it did not meet their
professional needs. PD needs to be developed with a clear purpose and a sense of
direction where teachers increase knowledge and skills to increase student achievement
(Loeser, 2018). Teaching English language learners can be a difficult teaching
assignment because students come with a mix-ability. Teachers need to provide them
with the appropriate learning activities that will enhance ELLs’ learning.
School districts who provide differentiated PD to teachers are responding to the
professional needs of their teachers as well as the usage of data effectively. Differentiated
PD can result in better students’ achievement because teachers are learning instructional
strategies they need to support the academic needs of their students (Dixon et al., 2014).
PD developers need to use data and teachers’ feedback to make meaningful and
differentiated PD to meet the needs of teachers. When PD is based on teachers’ data and
teachers’ professional needs, teachers are more willing to attend PD because they know it
will benefit their teaching practice (Dixon et al., 2014). In this project, teachers will learn
about second language acquisition and how to incorporate ESL instructional strategies as
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well as ELPS. By incorporating all of these elements in PD, teachers will be able to learn
the necessary knowledge and skills to increase student achievement between ELLs and
non-ELLs. Often time teachers need differentiated PD because they have different
educational backgrounds, interests, and experiences. PD should be created with the
purpose of providing meaningful opportunities to participants, so they can practice and
apply new concepts.
The relationship between professional development and student learning. PD is
crucial for school leaders and educators because it improves student achievement.
According to Yoon et al. (2007), educators and school leaders who receive at least 40
hours of PD demonstrate higher students’ scores as measured by standardized
assessments. It is important that effective PD takes place at schools, so teachers can learn
the necessary knowledge and skills to promote the success of all students (Killion & Roy,
2009). PD is important to one’s profession because it shapes one’s skills set. When
teachers and school leaders are committed to providing effective and differentiated PD
for teachers, they bring change to the school learning environment which leads to better
student achievement. When teachers attend PD, curriculum managers need to ensure that
PD is data-driven, aligned with state academic standards, and teachers’ professional
needs (Birman et al, 2007). These elements are essential for an effective PD because it
provides teachers with the necessary knowledge and skills to effectively instruct all
students. Teachers advance their understanding of highly effective instruction; as a result,
they promote the success of all students. When PD is irrelevant, it affects students
academically because teachers do not enhance their teacher knowledge and skills in
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which students will not advance in their academics. It is important that teachers who do
not possess the necessary knowledge and skills attend PD to acquire them.
Second Language Acquisition
Krashen (1982) noted that ELL students learn a second language by providing
them with meaningful and appropriate learning activities where the language is being
used spontaneously. He explained that the process of acquiring a second language occurs
in a predictable manner. It is important that general education teachers understand how
ELL students learn a second language because it will not only help students increase their
language proficiency skills, but also help teachers to develop meaningful and
developmentally appropriate lesson plans and learning activities. Diaz-Rico (2018)
explained that second language acquisition is the study of ELL students learn a second
language. If ELL students are given meaningful and appropriate learning opportunities,
they will learn the English language in a natural manner. ELLs learn the English
language when they are provided with learning opportunities that match their linguistic
needs (Heineke, Papola-Ellis, Cohen, & Davin, 2018). Krashen (1982) noted that second
language acquisition is a complex process where the learner follows a predictable pattern
in learning a second language. Krashen (1982) explained that when learning a second
language, the learner goes through different linguistic phases. Krashen’s second language
theory is composed of five elements which are the acquisition-learning hypothesis, the
natural order hypothesis, the monitor hypothesis, the input hypothesis, and affective
hypothesis. All of these elements are important in learning a second language because
they influence the way a student can learn the language.
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The acquisition - learning hypothesis is the formal knowledge about grammatical
rules in the language. During this stage, the ELL student becomes aware of grammatical
errors her or she makes. This language acquisition is similar to the manner in which the
ELL student develops his or her first language because he or she starts hearing and
understanding the language spoken to him or her. The second stage is the natural order
hypothesis. Krashen (1982) believed that there is a pattern in which the learner learns a
new language. The ELL student learns the language in a natural order by listening and
speaking the language spontaneously. Before the learner can learn anything else, he or
she learns the sounds first just like they are learned in the first language by utilizing
phonemic skills he or she has learned. The learner begins understanding the grammatical
structure of the language as well as its sounds. The third stage is the monitor hypothesis
which is theory that explains how the language works. Krashen (1982) explained that
second language learners adapt to a new language by learning rules of the language.
During this stage, the learner monitors what is spoken and written to him or her. The
input hypothesis suggests that the learner can comprehend the given information.
Krashen (1982) explained that during the input hypothesis, the ELL student can
comprehend oral language and written text. The affective filter hypothesis addresses the
emotional part of learning a second language. If students feel uncomfortable speaking,
listening, reading, and writing the English language, it will negatively influence learning
a second language. During this stage, students will experience anxiety, lack of
motivation, and confidence. Teachers need to be mindful about the way they talk to
students because it can influence the speed students learn the English language.
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General education teachers can help English language learners become fluent
English speakers by providing them with meaningful and developmentally appropriate
learning activities. SLA is learned through comprehensible input in English where the
teacher designs learning activities to interact with peers. General education teachers need
to pre-asses their students to determine what learning activities will promote their
linguistic needs. As the number of ELLs redefine public schools, it is important that
general education teachers have a strong background knowledge about second language
acquisition (Heineke et al., 2018). ELLs underperform academically because teachers are
often unprepared to work with culturally and linguistically diverse students.
General education teachers who have a strong background knowledge in second
language acquisition are better prepared to meet the linguistic needs of ELL students in
regular education because they can target specific linguistic skills such as listening,
speaking, reading, and writing. On the other hand, if teachers do not have a strong
background knowledge in SLA, they may correct ELL students too often which can lead
to frustration and lack of motivation from the ELL student. Liao, and Wang (2015) noted
that teachers who are overcorrecting ELL students grammatical and pronunciation errors,
develop a classroom anxiety. General education teachers who continuously correct ELL
students, lack knowledge and skills in second language acquisition which can negatively
influence their teaching practice. If ELL students develop anxiety and low self-esteem, it
can affect their English language acquisition process. Teachers need to develop
meaningful and appropriate learning activities where students can improve their linguistic
skills.
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English language proficiency standards (ELPS). The state of Texas has developed the
ELPS (2008) which provides an outline as to what is expected from English language
learners to learn in each linguistic area each school year. The ELPS addresses four
linguistic areas which are listening, speaking, reading, and writing. According to the TEA
(2008), school districts are responsible for implementing ELPS along with the Texas
Essential Knowledge and Skills (TEKS). Teachers who work with ELLs need to become
familiar the ELPs because ELPs need to be integrated with core subjects to promote ELL
students’ English skills as well as core subjects. It is important that teachers understand
that ELL students acquire the two different languages which are social language and
academic language. Therefore, it is critical that general education teachers integrate
second language acquisition (ELPS) learning activities as well as core subject learning
activities (TEA, 2018).
The state of Texas has developed the ELPS to guide teachers who work with ELL
students with the purpose to help teachers address the linguistic needs of ELL students.
During my data collection, I found that some teachers were aware of the ELPS. However,
these teachers did not implement the ELPS because they had not been trained how to
implement them. The state requires that teachers who work with ELLs, implement ELPS
to target specific language skills. ELL students are expected take a language proficiency
assessment at the end of the school year in which they are expected to show
mastery/growth of the English language. Teachers need to ensure that they follow the
ELPS, so students can show mastery in the TELPAS Assessment. Additionally, the state
of Texas provides teachers with instructional strategies that they can use with their ELL
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students. The data revealed that teachers needed PD in implementing the ELPS, so they
can target specific language goals. By providing ELPS PD, teachers can increase their
knowledge and skills which will increase student achievement among ELLs and their
non-ELLs peers. If teachers are not aware of these resources, they may not be able to
close the achievement gap between ELLs and their non-ELLs peers. It is important that
teachers use effective instructional strategies that not only promote academic skills, but
also linguistic skills. Therefore, teachers need to provide ELL students with multiple
opportunities where they can practice their listening, speaking, reading, and writing skills
based on their current English language proficiency levels (TEA, 2008).
Teachers’ Beliefs and a Positive Learning Environment
Teachers’ beliefs about ELL students in regular education can significantly
influence ELL students’ achievement. Teachers’ positive beliefs may increase ELLs’
achievement because they can create a positive learning environment for their ELLs
where students feel comfortable, safe, and welcome. Zaragoza and Fraser (2017) noted
that the learning environment plays an important role in a student’s learning progress
because the learner believes in himself. If students feel positive about themselves, they
will develop a positive attitude towards their education and develop a positive selfesteem. General education teachers can provide a positive and healthy learning
environment to English language learners where they feel safe, welcome, and valued by
adjusting and modifying the language to meet the academic and linguistic needs of the
ELL students. Young, Williamson, and Egan (2016) noted that a positive learning
environment can contribute to tremendously student achievement because students’
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behaviors improve and promotes and encourages academic learning. Teachers who
develop positive relationships with their ELL students, not only help them grow
academically, but also socially and emotionally. Students feel more confident around
these teachers because they know these teachers will guide through the academic
journeys. It is imperative that general education teachers develop a positive learning
environment which foster a positive educational learning experience.
Creating a positive learning environment for English language learners has many
benefits in the regular education classroom. ELL students that are placed into regular
education may struggle not only academically, but also culturally. ELLs most likely come
from a different culture that is different from the mainstream classroom. Teachers can
help ELL students adjust to the new culture by creating a positive learning environment.
A positive learning environment helps students become successful scholars, improve
their English proficiency skills, and develop a high self-esteem. Teachers who develop a
positive learning environment help students to grow academically and emotionally. It is
important that school leaders and teachers have a positive mindset towards ELL students
because it can promote high expectations and student achievement. If teachers of ELL
students do not have high expectations, students will have a negative attitude towards
school. Negative attitudes or beliefs toward ELL students, can influence the way teachers
plan lesson activities in their classroom. Because the number of English language
learners continues to increase, it is imperative that teachers who work with culturally and
linguistically diverse students have a positive attitude, belief, and/or mindset. If teachers
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are not willing to embrace diversity in their classrooms, it can develop lack of confidence
and motivation in ELL students.
In a positive classroom environment, the ELL student’s culture, values, and
beliefs are validated. By validating the ELL students’ culture, the teacher is promoting a
cultural awareness (Diaz -Rico, 2017). When the culture of the ELL student is validated
in the mainstream classroom, students feel proud of who they are. It also motivates them
to become successful scholars by learning the new culture and adjusting to the new
language. More importantly, the teacher is promoting a classroom where students feel
value, safe, and part of the classroom. Teachers who have a positive belief in their
English language learner students support their growth. Teachers can create a positive
learning environment by:
1. setting high expectations at the beginning of the school year,
2.

incorporating students’ cultures by bringing a variety of different books about
students’ cultures

3. using specific feedback and encouraging good behavior
4.

providing specific academic and linguist targeted skills
Parents and Teacher Collaboration

Collaboration between parents and teachers can have great benefits on student
achievement because parents can help their children at with their homework. Researchers
have noted that when parents and teachers work together, students’ attendance, behavior,
motivation towards school as well as academic achievement improve (Katz, 1997;
Rossetti, Redash, Sauer, Bui, Wen, & Regensburger, 2018). Parents who work closely
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with teachers from the beginning of the school year tend to develop strong relationships
which hold both parts accountable for students’ learning. It is important that schools offer
a variety of communication methods and collaboration opportunities to parents of ELL
students to increase partnership between parents and teachers. Parents of ELL students
often time are not involved in school activities because they do not speak English fluently
or do not feel welcome at school. As a result, schools need to find creative ways to
communicate ELL students’ parents. According to Katz (1997), parents and teachers
collaboration includes attending teacher-parent conference, helping children with
homework, and assistant schools in educational events.
If teachers who work with ELLs have a positive belief and attitude towards ELL
students, it can positively impact collaboration between parents and teachers. Teachers’
attitude can make parents feel welcome and parents will want to come to school to
participate in school’s events such as meet the teacher, open house, literacy night, and
stem night. Additionally, having a positive and strong collaboration between parents and
teachers will create high expectations for everyone parents, teachers, and students. To
successfully create collaboration between parents and teachers, schools can provide a
translator for parents who do not speak English. General education teachers who are
monolingual can also work with bilingual teachers who can help them translate teachers
and parent conference and teachers’ classroom newsletters.
If parents and teachers work together, parents will feel positive about their
children’s education because they will know what is happening with their children’s
education. Parents will have valuable information such as curriculum, expectations, and
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school’s events to successfully help their children at home. Additionally, parents will
become more involved in the education of their children by becoming members of the
school. They can volunteer in the classroom by tutoring, making copies, and setting up
school events. This will be very important because parents are creating high expectations
for their children. More importantly, this collaboration will decrease students’
misbehavior. When students spend time correcting students’ misbehavior, they are losing
instructional time. It is imperative that teachers and parents work together, so student
achievement can increase.
Project Description
The developed project will be facilitated in a three – day training for general
education teachers who work with English language learners. This project will be
facilitated at the beginning of the school year to prepare teachers to work effectively with
culturally and linguistically diverse students in regular education. There is a detailed
description of how the project will work (appendix A). The purpose of this PD is to
increase general education teachers’ knowledge and skills that promote second language
acquisition (SLA), the use of effective ESL instructional strategies that not only promote
content-knowledge, but also linguistic skills as well as the implementation of the English
language proficiency standards (ELPS). Teachers will learn how to develop lesson plans
that promote content- knowledge as well as linguistic skills to increase ELL students’
achievement as measured by the state assessments. This PD has been developed from the
findings of the doctoral project study. In this PD, participants will learn a) about the
second language acquisition, b) the importance of implementing the ELPS and the state
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TEKS, and c) different instructional strategies to support the academic needs of ELLs in
regular education. One of the main goals of this PD is to learn how to develop
meaningful lesson plans and learning activities that promote the linguistic needs of ELLs
while promoting content knowledge.
Resources and Existing Supports
The resources needed to successfully implement this professional development
will be available at the school site. This will be an advantage to the school site because no
funds will be used to implement this PD. The potential resources this PD will need to
successfully implement it are: laptops, a large room with a projector for participants,
wireless internet, access to the district curriculum, and state standards such as TEKS and
ELPS. Participants will need a charged laptop to access the district curriculum and state
standards. Participants will receive a hard copy of the SLA, ELPS, and instructional
strategies PowerPoint hand outs (appendix A). Additionally, participants will receive an
electronic copy of any handouts, so they can keep them.
Proposal for Implementation
I propose to implement this professional development plan in three days at the
beginning of the school year to increase teachers’ knowledge in second language
acquisition, ELPS, and the use of ESL instructional strategies that not only promote
content-knowledge but also linguistic skills. Teachers will be given the opportunity to
attend this PD during the first week of in service which requires school leaders to provide
teachers with PD to prepare them for the upcoming school year. Additionally, there will
be monthly meetings to monitor the implementation of instructional strategies that
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support the academic and linguistic needs of ELL students. Based on the feedback gather
from teachers, PD will be created to enhance this PD for future presentations.
Project Evaluation Plan
When implementing a new project, it is important to evaluate its implementation
and effectiveness to adjust the implementation as needed for better results. In this project
implementation, there will be formative and summative evaluations to determine the
effectiveness of the project, presenter, and presentations. These evaluations will be an
important component of the effectiveness of this professional development because I will
be able to see what is working and what needs to be changed. The project evaluations
will address weaknesses and strengths of the PD created to increase general education
teachers’ knowledge and skills about second language acquisition and implementation of
instructional strategies to support the academic needs of ELLs in regular education. At
the beginning of the program implementation, there will be a formative evaluation and at
the end, there will be a summative evaluation to improve future presentations of this PD
as well as to obtain information/feedback as how informative teachers found this PD.
Formative evaluation
The first evaluation for the professional development will be the formative
evaluation. The formative evaluation will be given to participants at the beginning of the
first session to gather information regarding teachers’ abilities, knowledge and skills in
teaching and working English language learners (appendix A). The purpose of this
evaluation is to assess what knowledge and skills teachers already have about working
with English language learners to enhance future professional development presentations.
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Teachers will provide feedback about how confident or knowledgeable they feel about
working with English language learners. The formative evaluation will be compared with
the summative evaluation to see how confident teachers feel after taking this professional
development.
Summative evaluation
The second evaluation will be the summative evaluation which will be given to
participants at the end of the last session (Day 3). In the summative evaluation
participants will provide feedback about the presenter and the presentations (professional
development). In this evaluation, participants will provide feedback about the way the
material was presented, effectiveness of the professional development, organization, and
an overall rate of the presenter. The feedback gathered in this evaluation will help
improve future presentations to ensure teachers are receiving high-quality professional
development to foster their knowledge and skills. In this evaluation, participants will
provide information regarding whether this professional development increase their
knowledge and skills about teaching English language learners.
Based on the data collected, future presentations will be adjusted to enhance the
learning of participants. The evaluations will be an important part of this PD because
teachers will provide feedback as to how presentations might be improved. Participants
will complete an evaluation daily to provide feedback to the presenter. The purpose of the
project is to enhance their knowledge and skills, so they can prepare meaningful and
appropriate lesson and activities for their students. The project evaluation will provide
useful information as to whether participants are learning through the PD sessions or not.
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Additionally, these evaluations will test the effectiveness of the project and to make
recommendations for future implementations of the project.
Project Implications
When implementing a new program, there may be some barriers one may face.
Two potential barriers I may anticipate in the implementation of this PD are the time
needed to implement the project and teachers’ willingness to buy into. At the beginning
of the school year, the district requires teachers to complete 40 hours of PD. Additionally,
teachers need to set up their classrooms for the upcoming school year and they may feel
this PD will be additional work for them. Another barrier will be that teachers may not
buy into the proposed PD. If teachers are not willing to actively participate in this PD, the
information will not be as useful as it should be. It is important that teachers participate
willingly in this project to have a successful implementation.
This project was developed from the findings of Section 2 which revealed that a
more rigorous and personalized PD was developed to prepare teachers to work with
English language learners. Teachers who work with ELL students need to high-quality
PD that will increase their knowledge and skills. In this PD, teachers will learn about
second language acquisition, the use of effective instructional strategies as well as the
implementations of the ELPS. Bautista (2014) explained that general education teachers
are being more responsible for educating ELL students to the same standards as nonELLs and are often unprepared to support the academic and linguistic needs of ELLs.
General education teachers who lack knowledge and skills in ESL pedagogy, often ignore
ELL students’ speaking, listening, writing, and reading abilities which are important
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factors in their academic and linguistic progress. This project will provide teachers with
the necessary knowledge and skills to effectively instruct ELL students.
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Section 4: Reflections and Conclusions
Introduction
The purpose of this doctoral project study was to investigate (a) the instructional
strategies implemented by general education teachers to support the academic needs of
ELL students and (b) these teachers’ perceptions of their ability to instruct ELL students
in regular education. The low achievement on the STAAR assessments prompted an
investigation as to what general education teachers considered effective instructional
strategies to support the academic and linguistic needs of ELLs in regular education. In
this section I discuss strengths and limitations of the project. I explain the
recommendations for alternative approaches, scholarship, project development, and
leadership. I also discuss the importance of the work, the implications and directions for
future researcher, and my conclusion.
Project Strengths and Limitations
Strengths
This PD is intended to help curriculum managers, school leaders, and teachers
increase their knowledge and skills in ESL pedagogy to close the achievement gap
between ELLs and non-ELLs. By addressing the professional needs of general education
teachers who work with culturally and diverse students, ELLs’ student achievement can
increase. Through PD general education teachers can learn to plan developmentally
appropriate lesson plans and learning activities that target: a) content knowledge and b)
the linguistic needs of ELLs. The data collected during this doctoral project study
revealed that general education teachers did not have strong background knowledge in
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ELLs; therefore, they lacked knowledge of effective instructional strategies and
confidence in working with culturally and linguistically diverse students. A strength of
this project is that teachers can learn the necessary knowledge and skills to effectively
work with ELLs by attending this PD. Teachers’ knowledge and skills, as well as their
efficacy, can positively influence the way teachers assess students’ knowledge, plan
instruction, and content delivery. Another strength of this project is that is developed
from the findings of Section 2. By understanding ELLs’ academic and linguistic needs,
teachers can also challenge each student academically by being mindful of their ELL
students’ English level proficiency to develop appropriate learning activities that will
result in ELL students’ academic and linguistic growth.
According to Mohammadi and Moradi (2017), well-designed PD can help
teachers become highly effective in the subjects they teach because they become core
subject experts. If general education teachers who work with ELLs have the knowledge
and skills needed to address the academic and linguistic needs of ELLs, they will believe
in their abilities to instruct ELLs in their classroom, which can increase student
achievement among ELL students. The strength of this project is that PD can provide
general education teachers with the appropriate knowledge and skills to support the
academic needs of ELLs and boost teachers’ confidence in their ability to work with
culturally and linguistically diverse students.
Limitations
Although the project of this doctoral study can benefit curriculum managers,
school leaders, teachers, parents, and students, this project has some limitations. One
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limitation of this project is that only 10 teachers were interviewed and observed during
the data collection process. The limited number of participants does not represent a large
body of general education teachers. This PD is meant to be given to a particular group of
teachers; therefore, the results of this doctoral project study cannot be applied at a larger
scale because the results may be different. Additionally, school leaders who may provide
this PD may not be knowledgeable in ESL pedagogy; therefore, they might need to hire
an outsider who is knowledgeable in ESL pedagogy to effectively conduct this PD. With
the budget cuts, many school leaders may not have the funds to pay an outside specialist
to provide a meaningful and effective PD. This PD was created with the purpose to be
implemented at the beginning of the school year and teachers may see this as an extra
item added to the beginning of the year’s agenda. The school district expects teachers to
complete 40 hours of PD and adding this PD can create conflicts with district’s PD
schedule. Teachers may not be willing to buy-in to this PD because they may feel that
this is extra work they have to do. If teachers are not willing to learn, this PD may not be
as effective as it should be.
Recommendations for Alternative Approaches
The problem this doctoral project study sought to investigate the instructional
strategies implemented by general education teachers to support the academic needs of
ELLs and their perceptions of their abilities to instruct ELLs. To successfully implement
this PD, teachers need to buy-in and be willing to learn the instructional strategies that
will promote ELL students’ academic and linguistic needs such as listening, speaking,
reading, writing, and vocabulary. School leaders will have to explain the benefits of
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attending this PD to their teachers and how it will benefit ELLs in their classrooms.
Another alternative approach in implementing this PD is to offer it once a month during
monthly meetings. Another alternative approach is to provide this PD through weekly
PLCs.
Scholarship, Project Development, and Leadership and Change
Scholarship
Scholarship to me means being an active learner because one can continue
learning at a higher level. This doctoral project study taught me the importance of
collecting, analyzing, and disaggregating data to make informed decisions. While
interviewing and observing teachers, I learned how important it is to be a good listener
and well-spoken. Through my data collection process, I learned that participants wanted
to be heard and understood by providing feedback to enhance educational programs. By
paying close attention to details, one can make informed decisions that will not only
impact oneself, but also the community as a whole. As a scholar, I now try to make better
and informed decisions that will not only benefit me, but also my colleagues and my
students by implementing instructional strategies that are researched – based and
developmentally appropriate. This doctoral program has given me a passion for learning
because I realized that the more I read, the more I learn. As a student, I strive to learn as
much as I can to be an effective educator because I know It can influence my teaching
and leadership abilities. Often time students come to our classrooms with different
learning needs; therefore, we as educators need to be ready to learn the necessary
knowledge and skills to help our scholars grow academically and socially. The journey of

98
learning about effective instructional strategies to support the academic needs of diverse
learners, has given an opportunity to see education differently by becoming an active
learner myself.
During this doctoral project study, I tried to learn as much as possible about
effective instructional strategies all teachers can incorporate in their daily lessons. When I
developed the PD project, I had envisioned a group of teachers eager and willing to learn
about instructional strategies. While I collected data, I noticed that most teachers wanted
to learn about effective instructional strategies to support the needs of all their students.
However, many of the participants did not have the opportunity to learn them. Through
this doctoral study, I learned to communicate effectively with my colleagues. I grew not
only as a teacher but also a school leader. This journey taught me how to be more flexible
and compassionate because things will not always go as planned.
Project Development
When I developed the project for this doctoral project study, I wanted to develop
something useful and practical for general education teachers. Based on the results of my
doctoral study, I knew I had to do something that would increase teachers’ knowledge
and skills. In this doctoral project study, I learned that self-efficacy can play an important
role of how we see ourselves. It is important that one feels confident in his or her job. I
developed a systemic PD that will increase teachers’ knowledge and skills. I learned that
all PD must be data-driven, high-quality, and relevant to participants' so that way teachers
can learn about effective instructional strategies.
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I am currently working as a bilingual classroom teacher, but my long-term goal is
to become a school administrator. This project development has given me a hands-on
opportunity because I have developed a PD workshop which I plan to use as a future
school leader to train teachers who work with ELLs. This project development taught me
the importance of using data to develop meaningful PD. It also taught me the elements of
planning a vital PD that will empower teachers as I carefully considered the targeted
audience and the goals of this PD.
Leadership and Change
An effective leader possesses a myriad of knowledge and skills that enable him to
influence the people around him. One of the things this doctoral program taught me is
how to be an effective leader by learning how to plan, collect, and analyze data. While
collecting data from teachers, I had to opportunity to work on my leadership skills by
conducting interviews and classroom observations. After data was collected, I had the
opportunity to apply my leadership skills by analyzing and interpreting data to make
inform decisions by developing PD for teachers. Developing a PD for teachers provided
me with an opportunity to think as a leader. As I collected data from interviews and
classroom observations, I felt the need to create a PD that would enable teachers to
become more confident in their abilities to instruct ELLs in their classrooms. The
knowledge gained from this doctoral study made realize that as a leader, I could make a
bigger impact in my community. This project study gave me an opportunity to see myself
as a future leader by planning and organizing PD for school teachers. An effective school
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leader needs to develop PD that will enhance teachers’ knowledge and skills to promote
the academic success of all scholars.
Reflection on the Importance of the Work
This doctoral project study has prepared me to become an effective educator
because of the research and data-drive skills I learned through my doctoral journey. The
program has taught me not only how to become an effective educator but also has
prepared me to become a future school leader. Throughout this journey I learned the
importance of using data to improve instruction and to make informed decisions.
Additionally, I learned how one can use research to increase awareness of a local
problem and to find solutions. This doctoral journey has given me the opportunity to
interview and observe classrooms teachers to make informed decisions. The knowledge
obtained during this doctoral study will help me to become a strong educator. School
leaders and educators who read this doctoral project study can learn about effective
instructional strategies general education teachers can implement to support the academic
needs of ELL students in regular education. As the number of English language learners
continue to grow not only in Texas, but also across the country. Therefore, it is important
to find effective instructional strategies that will promote student achievement among
ELLs. School leaders can utilize this PD to increase teachers’ knowledge and skills to
ensure teachers are prepared to work with culturally and linguistically students.
The hardest part of this doctoral study was getting the prospectus approved. The
prospectus set the framework for my proposal and my entire project study. The process
taught me the importance of being meticulous. When I started writing my drafts, there
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were so many unclear parts in it. My committee members took the time to guide me and
to enhance my final product as I wrote my drafts. When my proposal was approved, I had
a vision of what I wanted to do with my doctoral project study. I had the opportunity to
interview general education teachers who work with ELLs. These teachers provided
meaningful data in which a PD was created. The data obtained from these teachers
provided me with a unique experience because I have better understanding of how
teachers feel about teaching ELLs.
Implications, Applications, and Directions for Future Research
Through the findings of my data collection, I developed a PD that will help
general education teachers’ knowledge and skills. Because the number of ELL students
continues to grow locally and nationally, this PD can promote social change by
enhancing teachers’ knowledge and skills. If general education teachers feel confident in
their ability to instruct ELL students, ELLs will increase student achievement. I found
that general education elementary teachers are not prepared to work with culturally and
linguistically students; therefore, more PD needs to be offered to them. I found that
general education teachers were highly- effective in teaching the content to their students,
but they were not able to teach the English language to their ELLs. Many teachers never
even thought about teaching the English language to their students because they had not
been given training in this area. If we want to close the achievement gap between ELLs
and non-ELLs, more PD opportunities need to be given to all teachers. A
recommendation for future research is to conduct this doctoral study with more teachers
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as well as school leaders. If school leaders are knowledgeable in ESL pedagogy, they will
be able to provide effective PD to teachers who work with ELLs.
Conclusion
The purpose of this doctoral study was to investigate general education teachers’
perceptions of supporting ELL students’ academic needs in regular education. The
number of ELLs continues to grow across the country; therefore, it is important that all
teachers are prepared to work with ELL students. Through a qualitative case study
research design, I gained a deep understanding of how general education teachers felt
working with ELLs by interviewing and observing them. The results of this doctoral
study indicated that teachers did not feel confident about working with ELLs; therefore, a
PD program was developed to increase teachers’ knowledge and skills. It is important
that school districts offer PD where teachers can increase their knowledge and skills to
become highly-effective teachers. Because the number of ELLs continues to grow across
the country, it is important that school leaders are ready to train teachers who work with
culturally and linguistically students.
The number of ELL students continue to grow across the country and most likely
general education teachers will have to educate them. Therefore, it is important that
school leaders are knowledgeable in ESL instructional strategies, so they can train
teachers to work with culturally and linguistically diverse students. If teachers have the
necessary knowledge and skills to successfully teach all students, student achievement
will increase among ELLs and non-ELLs. Through a systematic PD, teachers can learn
effective instructional strategies to meet the academic needs of their ELLs.
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Appendix A: The Project
The project presented in this appendix was developed based on the results of my
doctoral study regarding general education teachers’ perceptions of supporting English
language learners (ELLs) in regular education. The results of this doctoral study
demonstrated that there was a need for a more specialized professional development (PD)
that focused on ELLs to provide general education teachers with the necessary
knowledge and skills to increase ELLs’ academic progress. According to Killion and Roy
(2009), school leaders are responsible for preparing teachers to work effectively with all
students. Teachers need differentiated professional development that meet their unique
professional needs.
In this professional development, general education teachers will learn about
second language acquisition, the English language proficiency standards, and effective
instructional strategies that promote the academic needs of English language learners
(ELLs) in regular education. The professional development plan for general education
teachers can be given to teachers at the beginning of the school year to prepare to work
with all ELLs by providing them with the knowledge and skills they need to successfully
meet the needs of each student in regular education.
This professional development will be given in three days:
o Day 1: Second Language Acquisition (SLA)
o Day 2: English Language Proficiency Standards (ELPS)
o Day 3: Instructional strategies for English Language Learners (ELLs)
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Time
8:30 – 9:00 am

9:00 – 10:30 am

Professional Development Plan for General Education Teachers
Activity - Day 1
Day 1: Second Language Acquisition (SLA)
Meet and Greet
o Introduction of presenters
o Review the objectives/goals and purpose for today’s session
o Review Professional Development Norms and Expectations for today’s
session
✓ Be actively present and participate in today’s session
✓ Tamed your technology
✓ Be respectful to one another
✓ Have a growth mindset
Purpose of today’s session:
•
•

To develop an understanding of the second language acquisition (SLA)
process and how it is related to core subject instruction.
To identify factors that may affect language acquisition.
Group Discussion: How Do English Language Learners Acquire a Second
Language (SLA)?

•
•
•

•
•

•
•
•

Teachers will have an opportunity to speak with their colleagues to discuss
what they know about SLA and why is important to learn about SLA.
Teachers will create an anchor chart as to how they believe ELLs acquire a
second language and how it benefits teachers to know about SLA.
What are the benefits of knowing SLA and how it can improve lesson
planning/activities?

Three Areas in Understanding SLA – PowerPoint presentation
Oral language development, primary language development, and second
language acquisition.
How will learning about these three areas can help you become a highlyeffective teacher?

What is Second Language Acquisition? PowerPoint
Session Objectives:
Teachers will understand the different stages of the second language
acquisition.
Teachers will understand how second language is aligned with the English
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Language Descriptors Standards (ELPS).
Procedure: In this session, the presenters will continue:
•
•
•
•
•

Explaining how second language is acquired.
Explaining the benefits of knowing about second language acquisition and
how it increases students’ reading comprehension and class participation.
Asking participants to develop a concept map to show what they know about
SLA and how it can help them plan developmentally and appropriate
activities for their ELLs.
Explaining the benefits of knowing and learning about SLA.
Presenter will share his experiences as a second language learner

10:30 -10:45 am
10:45 – 12:00 pm

Break
Krashen’s Five Hypothesis
o How will Krashen’s Five Hypothesis help me understand my ELLs?
o How are Krashen’s Five Hypothesis connected to the English development
of your students?

12:00 – 1:00 pm
1:00 – 3:30 pm

Lunch on Your Own
Why SLA Matters:
•

Participants will learn the importance of learning of SLA and how SLA can
help teachers prepare meaningful and effective lessons and activities for
their ELLs.

Teachers will discuss among themselves about what they learned from today’s
session. Participants will present and explain how they will apply SLA in their
classroom.
Guided Questions:
1.
2.
3.
4.

How is SLA connected with ELPS?
How will you promote your students SLA in your classroom?
How will you pre-assess your students’ English language skills?
How will you help your ELL students increase their linguistic skills?

Teachers will present what learned based on today’s sessions.
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Resources needed:
District curriculum, SLA hand-outs powerpoints, laptops, anchor chart paper,
markers, smartboard, speakers, microphone, and sign -in sheets.
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Day 1 Evaluation: Second Language Acquisition (SLA)
Presenter: ________________________________________ Date:__________________
Please provide an answer to each question below as thoroughly as possible. Your
feedback is confidential and important to me.
Based on today’s session, please define Second Language Acquisition in your own
words:

1. Why is it important to know and understand about SLA?

2. After this session, I understand the second language acquisition process.

3. Please explain how this session has helped you planning instruction for your
ELLs?

4. Would you recommend this professional development? Please explain your
answer.

On a scale 1 to 5, how will you rate this session?
Not helpful

1

2

3

4

5

Extremely helpful
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Time
8:30 – 9:00 am

Activity - Day 2
Day 2: English Language Proficiency Descriptors (ELPS)
Meet and Greet
o Introduction of presenters
o Review the objectives/goals and purpose
o Review Professional Development Norms and Expectations
✓ Be actively present and participate in today’s session
✓ Tamed your technology
✓ Be respectful to one another
✓ Have a growth mindset
✓ Kahoot Game about ELPS
Purpose:
The purpose of this session is to provide general education Teachers with the
foundational knowledge of the English language proficiency descriptors (ELPS) and
how it is connected with TELPAS.
Group Discussion: Why is it important to know the English level of your ELLs?
Teachers will create an anchor chart as to why they believe it is important to know
their students’ English level and how it will benefit their students.
Session Objectives:
•
•

Teachers will understand the different TELPAS descriptors.
Teachers integrating ELPS cross-curricular student expectations into content
area instruction and aligning instruction for ELLs to the students' language
proficiency levels (adapted from TEA, 2016).

Procedure: In this session, the presenters will:
1. Explain the four linguistic domains: speaking, listening, reading, and
writing.
2. Teachers will look at the Texas Essential Knowledge and Skills (TEKS) and
English Language Proficiency Standards (ELPS).
3. Teachers will create anchor charts for the different English level for each
domain listening, speaking, reading, and writing (beginning, intermediate,
advanced, and advanced high).
4. The presenter will provide with different strategies to assess students
informally and formally to plan activities that will promote the four
linguistic domains.
5. Ask teachers to explore the ELPS by grouping their students in their
linguistic levels (beginner, intermediate, advanced, and advanced high)
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9:00 – 10:00 am

What are ELPS?
Why Do We Need to Know our ELLs’ English Proficiency?
o Participants will discuss the importance of knowing their ELLs’ English
proficiency.
o Participants will look at the four English language proficiency descriptors
(ELPS) which are beginner, intermediate, advanced, and advanced high.
What are the English Language Proficiency Descriptor?
o Participants will learn to rate students English speaking skills based on the
ELPS criteria.
o Presenter will show an online video to participants to see what the state is
looking for.
o Role – play: as a group activity, teachers will have a scenario where they
will role play it to rate the student’s English level.
Steps for Using ELPS in the Classroom
o Participants will analyze their students’ data and group students based on
their speaking abilities.
o Participants will look at the Texas’s standards for ELLs to see what is
expected from each English level.
Guided Questions:
1.
2.
3.
4.

How is SLA connected with ELPS?
How will you promote your students’ English skills in your classroom?
How will you pre-assess your students’ English language skills?
How will you help students increase their linguistic skills?

10:30 -10:45 am
10:45 – 12:00 pm

Break
What are the components of the ELPS Standards?
o
o
o
o

Listening
Speaking
Reading
Writing

How often should teachers monitor ELLs’ English development?
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12:00 – 1:00 pm
1:00 – 3:30 pm

o
o
o
o

Lunch on Your Own
Teachers will log into their teacher’s dashboard to analyze data.
A folder will be provided where teachers write on one side beginner and
intermediate, and on the other side of the folder teachers will write advanced,
and advanced high.
Teachers will write students name on a sticky note to place the students under
the correct English level.
Teachers will group students based on their English development (beginner,
intermediate, advanced, and advanced high).

Resources needed:
District curriculum, SLA hand-outs powerpoints, laptops, anchor chart paper,
markers, smartboard, speakers, microphone, and sign -in sheets.
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Kahoot Game
• https://kahoot.it/

Slide 2

The purpose of this session:

• The purpose of this session is to provide general
education Teachers with the foundational knowledge
of the English language proficiency descriptors
(ELPS) and how it is connected with TELPAS.

Slide 3

What are ELPS?
English Language Proficiency Standards developed by the Texas
Education Agency.
ELPS are a set of standards that all ELL (LEP) students should
master as they acquire English proficiency by the end of each
school year.

Slide 4
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Steps for Using ELPS:

• Pre- assess your ELL students to determine their
English level.
• Plan lessons that will increase your ELLs’
English language.
• Document ELPS objectives in your lesson plans.

Slide 5

Group Discussion

Slide 6

ELPS CONT.

• The state of Texas has developed the ELPS
(2008) which provides an outline as to what is
expected from English language learners to learn
in each linguistic area.
• According to the TEA (2008), school districts
are responsible for implementing ELPS along
with the Texas Essential Knowledge and Skills
(TEKS).

Slide 7
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ELPS CONT.
• Teachers who work with ELLs need to become familiar the
ELPs because ELPs need to be integrated with core subjects
to promote ELL students’ English skills as well as core
subjects.
• It is important that teachers understand that ELL students
acquire two different languages which are social and
academic language.

Slide 8

What are the English Proficiency Level Descriptors
(ELPS)?
• Teachers need to use the ELPS to determine the
linguistic needs of each student to plan their lessons.
• PLDs describe the characteristics of each proficiency
level (beginning, intermediate, advanced, and advanced
high).
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What are the English Proficiency Level
Descriptors (ELPS)?
• ELL students are expected take a language proficiency
assessment at the end of the school year in which they are
expected to show mastery/growth of the English language.
• Teachers need to ensure that they follow the ELPS, so
students can show mastery in TELPAS Assessment.
Additionally, the state of Texas provides teachers with
instructional strategies that they can use with their ELL
students. The data revealed that teachers needed PD in
implementing the ELPS, so they can target specific language
goals.

Slide 11

What are the English Proficiency Level Descriptors
(ELPS)?
• The state of Texas has developed the ELPS to guide
teachers who work with ELL students with the purpose
to help teachers address the linguistic needs of ELL
students.
• Some teachers were aware of the ELPS, but they did
not use them. The state requires that teachers who
work with ELLs, implement ELPS to target specific
language skills.
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Lunch Time
12:00 – 1:00
Slide 13
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What are the components of the ELPS
Standards?
• There are four linguistic domains in the ELPS:
1. Listening
2. Speaking
3. Reading
4. Writing
• English language learners are assessed each year in all of
these domains to monitor their English development.

Slide 14

Analyzing Students’ Data
• Teachers will log into their teacher’s dashboard to
analyze data.
• Teachers will group students based on their English
development (beginner, intermediate, advanced, and
advanced high).

Slide 15

Group Presentations
• How does learning about each ELL student help
teachers with planning instruction?
• What kind of activities do we need to plan to
help our ELLs with their English language
development?
• How often should we assess our ELLs?
Slide 16
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Day 2 Evaluation: English Language Proficiency Standards (ELPS)
Presenter: ________________________________________ Date:__________________
Please provide an answer to each question below as thoroughly as possible. Your
feedback is confidential and important to me.
Based on today’s session, please define English Language Proficiency Standards in your
own words:

5. What is the purpose of the ELPS?

6. After this session, I understand how ELPS is aligned with TELPAS?

7. Please explain how this session has helped you planning instruction for your
ELLs?

8. Would you recommend this professional development? Please explain your
answer.

On a scale 1 to 5, how will you rate this session?
Not helpful

1

2

3

4

5

Extremely helpful
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Time
8:30 – 9:00 am

Activity - Day 3
Day 3: Instructional Strategies for English Language Learners (ELLs)
Meet and Greet
o Introduction of presenters
o Review the objectives/goals and purpose for today’s session
o Review Professional Development Norms and Expectations for today’s
session
✓ Be actively present and participate in today’s session
✓ Tamed your technology
✓ Be respectful to one another
✓ Have a growth mindset

9:00 – 10:30 am

Purpose:
The purpose of this session is to increase general education teachers’ knowledge
and skills in the implementation of effective instructional strategies to meet the
academic needs of ELLs.
Discussion: What instructional strategies do you implement to support the
academic needs of your ELLs in your classroom?
•
•

Teachers will talk among themselves to discuss what strategies they
implement in their classroom.
Teachers will create an anchor chart and present it.

Effective Instructional Strategies for ELLs -PowerPoint by José López
Objectives:
•

Teachers will learn about different instructional strategies they can use in the
classroom to meet the academic needs of ELLs:

1.
2.
3.
4.
5.
6.

Differentiated Instruction
How to Build Academic Vocabulary
Scaffolding
Sheltered Instruction
Cooperative Learning Groups
Anchor Charts/ Graphic Organizers
Group Discussion: What are some instructional strategies that you are
implementing already to support the academic needs of your ELLs in your
classroom.
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10:30 -10:45 am
10:45 – 12:00 pm

Break
Activating Prior Knowledge
o How does activating prior knowledge can help ELLs with better
comprehension?
o What do we do if there is not any prior knowledge when teaching a lesson?
o Group Activity: teachers will develop an anchor chart and explain how
activating prior knowledge can help their ELLs in their classrooms.

Building Social and Academic Language
o
o
o
o
o
o
o

What is social language?
Why is social language as important as academic language?
When do students speak social language?
What is academic language?
Why is academic language so crucial in the classroom?
What is the difference between social and academic language?
Group Activity: teachers will develop an anchor chart and explain how
social and academic language can help their ELLs in their classrooms.

Differentiated Instruction
o
o
o
o
o
o
12:00 – 1:00 pm

What is differentiated instruction?
Is it a teaching philosophy or an instructional strategy?
How does differentiated instruction can help our ELLs grow academically?
What are the components of differentiated instruction?
What does differentiated instruction look like in your classroom?
Group Activity: teachers will develop an anchor chart and explain how
differentiated instruction can help their ELLs in their classrooms.
Lunch on Your Own
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1:00 – 3:30 pm

Sheltered Instruction:
o
o
o
o

What is sheltered instruction?
How does sheltered instruction help ELLs in regular education?
What are the components of Sheltered Instruction?
Group Activity: teachers will develop an anchor chart and explain how
sheltered instruction can help their ELLs in their classrooms.

Scaffolding
o
o
o
o

What is scaffolding?
How often do we scaffold our students?
Do we differentiate scaffolding (up vs down)?
Group Activity: teachers will develop an anchor chart and explain how
scaffolding can help their ELLs in their classrooms.

Instructional Strategies that Work
o What are some instructional strategies that you will implement in your
classroom because of this PD?
o What were some aha moments from today’s PD?
o How will you change your teaching practice after today’s PD?
o Group Activity: teachers will develop an anchor chart and explain how
today’s PD helped them become better teachers.
o Teachers will do a gallery walk to read the anchor charts around the room.

Resources needed:
District curriculum, powerpoints, laptops, anchor chart paper, markers, smartboard,
speakers, microphone, and sign -in sheets.
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Day 3 Evaluation: Instructional Strategies for English Language Learners (ELLs)
Presenter: ________________________________________ Date:__________________
Please provide an answer to each question below as thoroughly as possible. Your
feedback is confidential and important to me.
Based on today’s session, I can implement different instructional strategies to support the
academic needs of my ELLs.

9. After this session, I feel much confident about working with ELLs.

10. Please explain how this session has helped you planning instruction for your
ELLs?

11. Would you recommend this professional development? Please explain your
answer.

On a scale 1 to 5, how will you rate this session?
Not helpful

1

2

3

4

5

Extremely helpful
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Professional Development - Formative Evaluation
Presenter: ________________________________________ Date:__________________
Please provide an answer to each question below as thoroughly as possible. Your
feedback is confidential and important to me.
1. I feel very knowledgeable/confident about teaching English language learners.

2. I am very knowledgeable about the second language acquisition process.

3. I implement different instructional strategies to support the academic needs of my
ELLs. Please explain.

4. I know how to incorporate the ELPS with my TEKS in my core subjects.

5. How many hours of ESL PD do you attend yearly. Please explain your answer.
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Professional Development Summative Evaluation
Participants: your feedback matters to me. Please use the survey below to share your
feedback for today’s session.
THE PRESENTER
Poor Fair Good Very
good
The presenter delivered the material in a clear and
1
2
3
4
structured manner.

Excellent
5

The presenter was knowledgeable about the topic
and any related issues/questions.

1

2

3

4

5

The presenter maintained my interest during the
entire presentation.

1

2

3

4

5

The presenter answered questions effectively and
was enthusiastic about the topic.

1

2

3

4

5

The presenter was well-organized and prepared.

1

2

3

4

5

The presentation provided me with new
information that I can use in my classroom.

1

2

3

4

5

The presentation contained practical examples and
useful techniques that applied to current or future
work.
After this professional development, I feel more
confident about working with my students.
The visual aids were effective and helped me
understand the concept.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

This presentation provided me with different
instructional strategies that I can implement in my
classroom right away.
Overall, I would rate this presentation as:

1

2

3

4

5

1

2

3

4

5

THE PRESENTATION:

Comments:
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Appendix B: INTERVIEW GUIDE
Participant Number:________

Grade:________

Date:________________

Number of ELLs:___________

Subject:________

Gender:_______________

Number of Years Working with ELLs:________

ESL Cert : YES

NO

1) What are your perspectives about ensuring the academic success of ELLs in your
classroom?
2) How do you feel about your ability to teach ELLs in the regular education
classroom? Please explain.
3) Name some of the academic needs you see in your ELL students.
4) What instructional strategies do you implement to support the academic needs of
ELLs?
5) Explain or share some modifications you have made in your teaching in order to
provide ELLs with the same learning opportunities as your non-ELL students?
6) How do you adjust your teaching instruction to make sure your ELLs are
understanding your lesson?
7) What challenges do you face when trying to support ELLs in the classroom?
8) When it comes to your ELLs, how do you overcome your challenges in your
classroom?
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Appendix C: OBSERVATION PROTOCOL
Participant: ________________
Grade:__________

Date: ___________________________

Subject:____________________

# of ELLs:_____________

PREPARATION

Highly
Evident

5
1.

Content objectives defined, displayed, and reviewed.

2.

Language objectives defined, displayed, and reviewed.

3.

Meaningful activities integrated into lesson with language practice
opportunities for reading, writing, listening, and speaking.
BUILDING BACKGROUND

4.

Concepts explicitly linked to students’ background experiences

5.

Concepts explicitly linked to past learning.
COMPREHENSIBLE INPUT

6.

Speech in classroom is appropriate for students’ proficiency levels.

7.

Clear explanations of academic tasks provided.

8.

Variety of techniques used to make content concepts clear.
STRATEGIES

9.

Scaffolding techniques consistently used throughout lesson

10. Uses anchor charts and visual aids to enhance students’
understanding.
INTERACTION
11. Frequent opportunities planned for interaction and discussion among
students and between teacher and students.
12. Grouping configurations support language & content objectives of
lesson.
13. Sufficient wait time provided for student responses.
14. Ample opportunities provided for students to clarify key concepts in
their first language (L1) as needed.
PRACTICE AND LESSON DELIVERY
15. Teacher seems to be confident in her/his ability to instruct ELLs.
16. Teacher is knowledgeable about the ELLs’ English level.
17. Activities planned that integrate language skills: reading, writing,
listening, and speaking
18. Teacher checks for understanding periodically.

4

Somewhat
Evident

Not
Evident

3

1

2

N/A

